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CHAPTER ONE. INTRODUCTION 
Staff development through supervision, inservice training and other 
strategies has taken on increased importance for today's educators. Recent 
critical commission reports, increased demands for accountability by the 
public and reduced teacher mobility serve as examples of this importance. 
Yet, many educators, especially teachers, are skeptical of the ability of 
staff development, as currently conducted, to assist them in meeting the 
demands of education. The response of those in positions of leadership to 
the challenges posed by this lack of faith in current staff development ac­
tivities will significantly influence the form, function and effectiveness 
of education in the future. 
Teacher supervision as a staff development strategy has been severely 
criticized for failing to significantly affect instructional practices in 
classrooms. Yet, educators at all levels continue to profess a faith in 
properly conceived and implemented teacher supervision strategies as means 
to improve the quality of instruction in the nation's classrooms. The 
ability of school administrators to perform this function deftly remains 
of paramount importance. 
The Problem 
Principals are usually charged with the responsibility for teacher de­
velopment. One of the reasons often given for the failure to carry out 
this task effectively is a lack of time. Classroom visitation, usually 
considered to be a key component of teacher development, can be very time-
consuming, as can conferences. The problem, then, becomes one of how to 
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use the principal's limited time most effectively. Is the commonly ac­
cepted class visitation/post conference method the most productive, or 
could greater results be obtained by devoting all, or at least most, of 
that time to teacher-principal conferences designed to help the teacher 
discover his/her own strengths and weaknesses? 
Need for the Study 
Teacher development for the purpose of improving instruction continues 
to be a basic goal of educators. Much of the literature identifies class­
room visitation as the key component in the teacher development process. 
Numerous articles and books have been written espousing the importance of 
frequent classroom visits by principals to teacher development. However, 
there are no empirical data available which indicate a relationship between 
classroom visits by principals and teacher growth; therefore, a question 
could be raised in regard to the faith many educators presently have in 
the traditional, observation-centered method of teacher evaluation. 
A great deal of research has been done concerning teacher evaluation, 
including evaluation for the purposes of teacher development. In this vein. 
Levin (29) has concluded that research provides little support for current 
practices in teacher evaluation. Redfern (42) found that one of the prob­
lems with teacher evaluation is the belief on the part of teachers that 
evaluation has little or no relevancy to the job. And, Dornbusch et al. 
(19) reported that principals are not satisfied with the present"system. 
There is almost unanimous support for the conclusion that an open, 
trusting, and nonthreatening principal-teacher relationship must be estab­
lished for any supervisory process to be effective. According to Redfern, 
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"A climate that is positive and conductive to good interpersonal relation­
ships gives evaluation a better chance of being successful" (42). When ad­
dressing the teacher development aspect of evaluation, Mueller maintained, 
"If staff members are fearful or hostile toward evaluation, little improve­
ment of teaching effectiveness will ensue" (34, p. 230). And, Oldham re­
ported that certain points are made over and over again in statements by 
teacher organizations regarding the evaluation process. He states, 
... above all, evaluation must take place in a constructive and non-
threatening atmosphere. No matter how well designed in the abstract 
an evaluation program may seem, if it is perceived by teachers as 
negative and punitive, it will not improve teaching but will lower 
teacher effectiveness because of teachers' fear and lowered morale 
(38, p. 57). 
A recurring theme in much of the literature is the failure of the tra­
ditional observation/conference method to establish a helping, collégial 
relationship between teachers and principals. Teachers apparently, feel 
threatened and view their principals with distrust. It seems that teachers 
who are told how they performed during an observation session are often de­
fensive and rationalize away the evaluator's suggestions. Therefore, lit­
tle change occurs in their teaching. 
The important question, then, for the purposes of this study, is "what 
are the effects of classroom observation by principals on conference cli­
mate, the overall supervisory relationship which develops between teachers 
and principals, and, ultimately, the classroom performance of teachers?" 
In light of the existing lack of data, it is appropriate to examine whether 
classroom observation does, in fact, make a significant positive contribu­
tion to the teacher development process. 
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Definition of Terms 
For the purposes of this study, the terms listed below are defined as 
follows: 
Cognition The things a person knows about himself, about his 
behavior, and about his surroundings: each person 
has cognitions based on awareness of the real world 
as well as those relating to opinions, beliefs, at­
titudes, and judgements; what a person "thinks" is 
made up of his/her cognitions about the world and 
everything in it. 
A psychologically uncomfortable state brought about 
by the existence of nonfitting relations among cog­
nitions. 
The affective, behavioral, and cognitive reactions 
a teacher has as a consequence of a just-completed 
supervisory conference with his/her principal. 
Consistency among related cognitions. 
A series of interactions between a principal and a 
teacher conducted for one of two reasons: to im­
prove instruction by enhancing the teacher's effec­
tiveness in the classroom, or to determine the em­
ployment status of the teacher in the district. 
Ideal The cognitions a teacher possesses regarding the 








The cognitions a teacher possesses regarding the 
teaching behaviors he/she is employing in the 
classroom. 
All those activities carried on by a principal for 
the purpose of improving instruction. 
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The overall affective, behavioral, and cognitive 
reactions the teachers in a particular school have 
toward the total supervisory process. 
The combination of classroom observations and su­
pervisory conferences that a principal chooses to 
use for the purpose of improving instruction. 
Sources of Data 
The data for this study were obtained primarily from a series of self-
report type instruments which were administered to one-hundred and twenty 
teachers in seven Iowa elementary and secondary public schools. The in­
struments were designed to assess the teachers' perceptions relative to ef­
fective teaching behaviors, the teaching behaviors in use in their class­
rooms, and the conference climate which existed between them and their 
principals. Each of these three instruments was administered four times 
during the 1981-82 school year. 
Research Questions 
1. Do conferences and classroom visitations by principals affect the Cog­
nitive Dissonance, Perceived Teaching Behavior (Real), and Desired 
Teaching Behavior (Ideal) of teachers? 
2. What approach to conferences and classroom visitation appears to be 
most effective in producing Cognitive Dissonance and in changing the 
levels of perceived and desired performance in teachers? 
3. Does the approach to conferences and visitation have an effect on the 
climate established during the supervisory conference? 
4. Is there a relationship between the climate established during the su­
pervisory conference and Cognitive Dissonance, Perceived Teaching Be­




5. What are the effects of visitations and conferences at different stages 
of the teacher development process? 
6. Do teacher experience, proficiency, sex, and personality characteris­
tics interact with the approaches to teacher development? 
Delimitations of the Study 
The sample for this study consisted of teachers and principals in Iowa 
schools with a total enrollment of less than one thousand students. The 
schools in the study are not under master contracts. 
Only schools which had established evaluation procedures were used. 
In this way, the visitation/post conference evaluation procedure was al­
ready established. 
This study did not deal directly with teacher evaluation for the pur­
pose of determining employment status. Additional research will be neces­
sary in an effort to determine the importance of classroom visitation to 
this process. In this study, teacher growth or development was the target 
behavior. 
Organization of the Study 
This study is divided into five chapters. Chapter One consists of a 
general overview of the study including the need for the study, the re­
search questions posed, and definitions of key terms. The professional 
literature related to teacher supervision as it applies to this study is 
reviewed in Chapter Two. Chapter Three contains a description of the set­
ting for the study, the research paradigm used, the hypotheses tested, and 
the statistical treatment of the data. The results are enumerated in 
Chapter Four and conclusions and recommendations are made in Chapter Five. 
7 
Summary 
A belief in the power of classroom observations by supervisors to sig­
nificantly affect the quality of instruction in classrooms is well-docu­
mented in the professional literature. Also well-documented, however, is 
the fact that many teachers view classroom observations and the resulting 
supervisory process with distrust and view their principals' efforts in 
this area as being ineffective in improving or changing classroom instruc­
tional techniques. In view of the lack of empirical data demonstrating a 
clear relationship between classroom visits by principals and teacher 
growth, it may be unwise to devote scarce staff development time to class­
room observation. The heavy demands made of school principals and the im­
portance attached to teacher development make it imperative that principals 
use their time in the most effective way possible. A sample of teachers 
and principals in seven small Iowa schools was used in this study with the 
intent of providing some guidance for this decision. 
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CHAPTER TWO. 
A REVIEW OF THE RELATED LITERATURE 
Teacher Development 
Probably nothing within a school has more impact on children, 
in terms of skills development, self-confidence, or classroom 
behavior, than the personal and professional growth of teachers. 
When teachers individually and collectively examine, question, 
reflect on their ideas, and develop new practices that lead 
toward those ideas, the school and its inhabitants are alive. 
When teachers stop growing, so do their students (6, p. 76). 
It is difficult to identify any writer in education who questions the 
need for teacher development through supervision and evaluation. Research­
ers in educational theory support it, practicing administrators swear by it, 
and at least some research indicates that teachers feel the need for it 
(12, p. 2). The literature on the subject is extensive. Harris listed su­
pervision as one of the essential functions for the operation of good 
schools (24, p. 2). Briggs and Justman wrote "The improvement of education 
is effected through improved instruction, and the promotion of the latter is 
the principal aim of supervision" (14, p. 314). And, Blumberg identified 
the improvement of instruction as the superordinate goal of a supervisory 
relationship (12, p. 114). As one author concluded, "Supervision within 
educational organizations is taken as a given, an article of faith" (2, 
p. 1). 
The Role of the Principal 
As is true concerning the need for supervision, there is strong support 
both in the literature and among practitioners for the proposition that the 
principal is the key figure in teacher development through instructional 
supervision. Neagley and Evans observed, "Writers in the field of 
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educational leadership have been saying for years that the improvement of 
the instructional program and the curriculum is the principal's most impor­
tant job" (37, p. 124). In a limited survey among elementary school prin­
cipals and teachers in two states, Krajewski et al. found that both teachr 
ers and principals rated "instructional supervision" as one of the top 
three roles that principals should perform (28, p. 70). 
The National Elementary Principals' 1974 series on remaking the prin-
cipalship and its 1977 and 1978 updates on the principalship describe the 
principal's part in the improvement of instruction as crucial. In fact, 
the idea that school principals are instructional leaders has been pro­
pounded by so many writers that it has become a cliche. 
In actual practice, the person designated in most systems to help 
teachers grow is the school principal. In a study reported by Blumberg, 
principals saw themselves spending about thirty-five percent of their time 
in the supervision of teachers and desirous of increasing that time to 
about fifty percent (12, p. 19). 
Weldy summed up the feelings of many when he said: 
In theory and fact, in position and function, the principal is indeed 
the instructional leader of the school. Principals really have no 
choice. In this period of declining student achievement, wavering 
public confidence in schools, and demands for financial accountabili­
ty, principals must furnish instructional leadership whether they want 
to or not. If they don't know how, they must learn. If they don't 
have time, they must find time (48, p. 72). 
It is logical to conclude from both the professional literature and 
the actions of practitioners that educators still strongly believe that 
through supervision principals can improve the quality of instruction chil­
dren receive. 
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The Effectiveness of Teacher Supervision 
How successful have principals been in improving instruction through 
supervision? In reference to teacher development. Levin (29) has concluded 
that research provides little support for current practice in teacher eval­
uation. In reviewing the literature, he found no studies that examined the 
effect of supervisors' ratings on subsequent teaching behavior. The re­
search we do have on supervision merely analyzes teachers' reactions to 
supervision and supervisors. Although not as strong as research dealing 
directly with teaching behavior, teachers' feelings about supervision do 
provide insights into its effectiveness, since behavior is influenced di­
rectly by attitudes. 
The results of such research are not encouraging. For example, Robin­
son (43) reported that half or less of the Connecticut teachers he studied 
found their evaluations useful to them. Wiles (49) cited a study of Indiana 
teachers in which it was found that only four percent felt the quality of 
supervision they received was good. Blumberg and Amidon (13) reported data 
from a study of teachers in the Philadelphia area which suggest that a 
sizable percentage of teachers consider that the time they spent with their 
supervisors was "utterly wasteful." In yet another study reported by Wiles, 
only one and a half percent of the teachers surveyed listed their local su­
pervisor as a source of new ideas or changes in teaching practices. And, a 
pilot study of the nature of adult-adult interaction in schools yielded 
similar information. When asked, "Who did you talk to about matters relat­
ing to instruction or classroom management?", only seven percent of the 
teachers listed their principal (12). As a rule, principals appear not to 
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be the people teachers turn to when they need assistance with problems re­
lating to teaching. 
Judging by the published research, it seems clear that, in general, 
principals have not been able to live up to expectations concerning the 
improvement of instruction through supervision. This feeling is reflected 
in the following statement by Blumberg: 
Though it may well be that people charged with helping teachers teach 
better have experienced some isolated successes, it seems clear to me 
that the work of supervisors, by whatever name they go, has had little 
effect in raising the quality of instruction in systems as a whole. 
If there is evidence of this having happened, I am unaware of it (12, 
p. 234). 
Once again, volumes have been written attempting to explain the failure 
on the part of supervisors to be effective instructional improvement agents. 
The consensus seems to be that the supervisory process;itself is responsible 
for creating a climate which is not conducive to change, a climate charac­
terized by defensiveness, anxiety, distrust, and even hostility. The proc­
ess, as it has developed, implies a superordinate-subordinate relationship 
between the principal and the teacher. Conceptually, supervision means 
oversight. In turn, oversight suggests being watchful, in control, provid­
ing direction; in the strictest sense, it means constant personal presence 
(2, p. 3). Typically, the teacher teaches a lesson while the principal ob­
serves it followed by a conference in which this supervisor, in the absence 
of much basis for judgement, attempts to tell that teacher how to teach. 
Teachers see principals as not treating them to the degree of collegiality 
that they would like. As might be expected, an authoritative approach to 
instructional improvement is met with resistance from teachers. 
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Research by Blumberg supports the contention that the behavior of 
principals in conferences with teachers is highly directive. In a Flanders-
type analysis of teacher-supervisor interactions (conferences), Blumberg 
found that: 
1) Supervisors gave information slightly more than five times as often 
as they asked for it; 
2) They were more direct than indirect by about one-third; 
3) Approximately seven times as much time was spent by the supervisor 
telling the teacher what to do as was devoted to asking the teacher 
for his ideas or suggestions for action; 
4) Less than one percent of the supervisor's time was spent in asking 
the teacher for actual suggestions; and 
5) Supervisors rarely made statements that would assist in building a 
healthy climate (11, p. 2). 
The result is that teachers are not asked to be full, participants by their 
principals in trying to solve the problems that teachers face in the class­
room. Teachers cannot be certain whether the principal is there to assist 
in improving instruction and learning or to rate their teaching performance. 
Instead of creating an atmosphere of collégiality, trust, and cooperation, 
research shows that the supervisory process results in hostility, distrust, 
and suspicion (12). The principal, the very person who is supposed to help 
teachers, is often perceived by them as being potentially dangerous (26, p. 
210). Anecdotal records reveal systems teachers have developed to warn each 
other that the supervisor or principal is in the building to make classroom 
visits (12, pp. 13-14). Thus, in many cases, the principal and the teach­
ers get caught playing a game, "a degenerative charade that has no real 
winners" (12, p. 29). 
13 
The character of relationships between teachers as a group and super­
visors as a group has been described by Blumberg as a cold war — "neither 
side trusts the other and each side is convinced of the correctness of its 
position" (12). Consequently, the improvement of instruction does not take 
place. 
Support for Classroom Observations 
Classroom observation by principals has long been considered a key com­
ponent of the supervisory process. Bellon (9), Briggs and Justman (14), 
Harris (24), and Neagley and Evans (37) all regard classroom observation as 
essential to an effective instructional improvement program. Manatt, in 
the American Association of School Administrators Report (3), advised 
school principals who are genuinely interested in helping their teachers to 
change basic teaching techniques in order to improve student achievement to 
place greater emphasis on the classroom observation component. 
Harrison (25) reported that the most common supervisory technique used 
by principals is the classroom visit. Simon and Boyer (45) have compiled 
an anthology of ninety-nine instruments which have been developed for use 
by principals in observing teaching and learning in the classroom. A Flori­
da study revealed that eighty-six percent of the principals surveyed rated 
classroom observation as having either medium or high priority as they per­
formed their activities at school. And, a 1982 National Association of 
Secondary School Principals publication concluded that "Spending as much 
time as possible in the classroom is basic to good supervision of staff-
teaching, observing, helping individual pupils, asking questions, making 
suggestions, and, in general, supporting the teacher" (35). Without a 
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doubt, frequent classroom observation by principals is currently viewed by 
most educators as being an integral part of an effective supervisory pro­
gram. 
The Arguments Against Classroom Observations 
There is no empirical data which supports this confidence in classroom 
observation. In fact, there is mounting evidence which suggests that 
classroom observation is largely responsible for the unwholesome superviso­
ry climate which exists in many schools today. Further discussion will 
• illuminate this claim. 
There is some evidence, both in and outside of education, which indi­
cates that close, on-site supervision creates tension and an attitude of 
resentment and defensiveness, especially among professional employees. For 
example, in an investigation of its performance appraisal system, the Gen­
eral Electric Company concluded that "A detailed, annual appraisal by a 
manager of a worker's performance was of questionable value and did not mo­
tivate employees to higher degrees of productivity. Workers reacted de­
fensively to criticism by denying shortcomings, blaming others, and finding 
other excuses" (23). 
Tension is a very real factor in the day-to-day work of many teachers 
and, as Harrison pointed out, that tension may be increased by the very 
presence of the principal, an authority figure, in the classroom (25, p. 
286). The following observation made by an elementary principal exempli­
fies the feelings of tension and anxiety experienced by many teachers dur­
ing classroom observations. 
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Inevitably, it seems when we enter a classroom the teacher's response 
is friendly — a smile, a handshake, and an invitation to come in and 
sit down. Yet, this outward pleasure is often belied by body language 
conveying intense anxiety, if not pain; by tense facial muscles, un­
natural laughs, quick, fierce glances at the children, and apologies 
for the noise, the mess, the heat, or the cold (6, p. 74). 
Regarding classroom observation, Blumberg (12) noted that few people 
like to be intruded upon, especially when the system creates an aura of sus-, 
picion. A 1982 report from the Center for Educational Policy and Management 
at the University of Oregon cited the separate works of Armor, Charters, 
and Cohen et al. to support the contention that direct supervision of teach­
ers is counter-productive and detrimental to teacher morale (47). And, 
Anderson (35) reasoned that principals, as former teachers, have built-in 
negative feelings about being in the classroom and bothering teachers. It 
is easy to see how sentiments such as these contribute to a supervisory 
climate characterized by fear and distrust. 
The validity of classroom observations is further derogated by the 
biases and artificiality associated with the process. Bellon (9) and 
Harris (24) have defined perceptional bias as it relates to classroom ob­
servation as the distortion of perception resulting from the influence of 
the observer's past experiences, preferences, and prejudices. In other 
words, pre-experiences tend to bias the evidence observed and, therefore, 
the recording, analyzing, and interpreting process as well. Perception 
isolation is a limitation on sensory intake resulting from increased threat. 
The individual reacts to a threatening situation by eliminating many of the 
stimuli and focusing on those which will protect him in the situation. 
Thus, some observers look for only the positive elements of the lesson, 
thereby avoiding a particularly difficult session, while others observe 
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only those actions which can be used to attack the teacher. What we see is 
what we are prepared to see. Both approaches are ineffective if one's in­
tent is to help the teacher and facilitate instructional improvement (8, 
pp. 39-40). 
Blumberg documented,the artificial nature of the supervisory situation 
with testimony from both teachers and supervisors. For example, one teach­
er commented: 
Part of the artificiality of the supervisory situation is the kids. 
If you let them know you're going to be observed, they say, in ef­
fect, "Don't worry, teach, we'll take care of you" (13, p. 23). 
A supervisor remarked: 
It seems to me that the basic problem is that new teachers tighten 
up. They don't trust the situation. They react differently in the 
classroom when you're there. You don't get a true picture of what's 
happening. You write up an observation, and you know darn well it 's 
not the way the teacher really operates (12, p. 26). 
So, it seems that teachers know that they and their students are putting on 
a show, and the principal is aware that he/she is nothing more than an 
audience. 
Thus, we are faced with a strange paradox. Many writers in the field 
continue to press for more classroom observation in the wake of increasing 
evidence that this biased and artificial process is anxiety-producing for 
many teachers. The school principal, the one person who should be most re­
sponsible for relieving tension and promoting the well-being of teachers 
may, instead, contribute, to their anxieties. When these circumstances are 
coupled with the inability of most principals to really be of help, it is 
not hard to see why current methods of instructional improvement which 
focus on forces outside the teacher for change are seldom productive. 
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Cognitive Dissonance 
"Lippitt believes that, in education, most of the significant changes 
in practice imply and require changes in attitudes, skills, and values of 
the practitioner if the proposed change is to be a successful adoption and 
adaptation" (1, p. 255). Changing the instructional behavior of teachers 
is certainly no exception. It is generally accepted that attitudes and 
values change only when the person involved becomes internally committed to 
the change. This means that the teacher development process which attempts 
to mandate change without first convincing the teacher of the correctness 
or appropriateness of the desired change is doomed to failure, Blumberg 
(12), Harrison (25), Oliva (39), and Simon and Boyer (45) are but a few of 
the authors who stress the importance of.establishing teacher ownership in 
any proposed change. 
Leon Festinger's theory of cognitive dissonance can aid in understand­
ing the internalization process that a teacher must go through in order for 
a significant change in teacher behavior to occur. The description which 
follows is taken largely from Festinger's book, A Theory of cognitive Dis­
sonance ( 20 ) .  
According to this theory, individuals strive toward consistency within 
themselves. Opinions and attitudes tend to exist in clusters that are in­
ternally consistent. There is the same kind of consistency between what a 
person knows or believes and what he/she does. Festinger uses the term 
"consonance" to describe this state of consistency while "dissonance" is 
used to represent inconsistency. 
The terms "dissonance" and "consonance" refer to relations which exist 
between pairs of "elements". These elements refer to what has been 
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called cognition, that is, the things a person knows about himself, 
about his behavior, and about his surroundings. These elements, then, 
are "knowledges". Some of these elements represent knowledge about 
oneself: what one does, what one feels, what one wants or desires, 
what one is and the like. Other elements of knowledge concern the 
world in which one lives: what is where, what leads to what, what 
things are satisfying or painful or inconsequential or important etc. 
(20, p. 9). 
Knowledge, therefore, is used to describe things to which the word does not 
ordinarily refer, for example, opinions. "A person does not hold an opin­
ion unless he thinks it is correct, and so, psychologically, it is not dif­
ferent from a knowledge" (20, p. 10). The same is true of beliefs, values, 
and attitudes. 
The importance of Festinger's theory for teacher development lies in 
what it says about motivation. According to Festinger, the existence of 
dissonance, being psychologically uncomfortable, will motivate a person to 
try to reduce the dissonance and achieve consonance. In other words, dis­
sonance, the existence of nonfitting relations among cognitions, is a moti­
vating factor in its own right. 
Cognitive dissonance can be seen as an antecedent condition which 
leads to activity oriented toward dissonance reduction just as hunger 
leads to activity oriented toward hunger reduction .... The reduc­
tion of dissonance is a basic human process and its manifestations may 
be observed in a wide variety of contexts (20, pp. 3-4). 
Festinger points out that this human drive to reduce dissonance is also 
recognized by Myrdal, Heider, and Osgood and Tannenbaum (20). 
When some of the cognitive elements involved in a dissonance are cog­
nitions about one's own behavior, the dissonance can be reduced by changing 
the behavior, thus satisfying the drive to reduce dissonance. 
Cognitions that represent knowledge of a person's own actions are, 
in a sense, the easiest kinds of cognitive elements to change since 
this can be accomplished by merely changing the behavior involved .... 
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It seems clear that one would expect appropriate modification of be­
havior to be a frequent reaction to the existence of dissonance (20, 
p. 276). 
Likewise, dissonance introduced by disagreement expressed by other persons 
may be reduced by changing one's own opinion. "The consonance or disso­
nance of messages, of memories and of projected courses of action, is thus 
decisive for behavior" (2, p. 155). Their theory suggests, then, that 
principals will be successful in changing teachers' behaviors, and thereby 
improving the quality of instruction, only if dissonance has been created. 
Cognitive dissonance is the motivating force which drives teachers towards 
change, the force which internalizes commitment to the desired changes and 
gives teachers ownership in them. 
Creating dissonance in the context of teacher development requires 
that a teacher possess knowledge and awareness of three levels. First, the 
teacher must have an accurate perception of the teaching behaviors he or 
she exhibits in the classroom. This is the focus of traditional classroom 
observation reports but can also be accomplished in a variety of other ways 
including supervisory conferences, self-evaluation, video taping, and evalu­
ations by peers and students. Argyris and Schon (4) have cited this as an 
awareness of a teacher's "theory in use," that is, the practices and be­
haviors the teacher actually uses in the classroom. In Festinger's lan­
guage, a cognition has been formed in the teacher's mind concerning his or 
her own teaching behaviors. In accordance with terminology used earlier in 
this paper, the reference here is to the "real" or "what is" of teaching. 
In order for cognitive dissonance to occur, a teacher must also develop 
a cognition consisting of his or her beliefs, attitudes, and values relative 
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to what constitutes effective teaching. Argyris and Schon (4) have re­
ferred to this as the teacher's "espoused theory." This cognition reflects 
what a teacher considers to be "ideal" (what ought to be) teaching behaviors 
and, as such, epitomizes his or her own desired performance. Often, this 
cognition consists of only those elements or knowledges which the teacher 
accumulated as a student and may or may not coincide with what research has 
demonstrated to be effective teaching practices. This level of awareness 
is ignored in the typical approach to teacher improvement with efforts, in­
stead, devoted entirely to listing the teacher's deficiencies without ref­
erence to any clearly defined criteria or standard. Such efforts are large­
ly unproductive in that the teacher is left unconvinced of the appropriate­
ness or efficacy of the desired changes. Teacher commitment is not estab­
lished and motivation is lacking. Thus, developing and modifying cogni­
tions about effective teaching is essential to teacher development. 
Finally, cognitive dissonance results when a teacher recognizes the 
discrepancies between what he/she is doing (real) and what he knows he/she 
should be doing (ideal). In this case, the cognition of one's actual teach­
ing performance is dissonant with the cognition of what one should be doing 
to be an effective teacher. The drive to reduce this dissonance motivates 
the teacher to change his behavior. 
When put into operation, the theory of cognitive dissonance in teacher 
development typically follows a discrepancy model. Alfonso et al. have ex­
plained: 
Its [the model's] purpose is to get teachers to identify what they be­
lieve ideal conditions should be — in regard to teaching, organiza­
tion, curriculum, or other matters — and then to collect data about 
reality. The usefulness of a needs assessment is that teachers 
21 
themselves can see very clearly what the difference is between where 
they would like to be and where they actually are. It is also a 
valuable process, because teachers feel some "ownership" of the data. 
Needs assessment is a valuable adjunct to any change process, as re­
search has clearly shown that changes are most readily accepted when 
they close a recognized gap between ideal and actual practice (2, p. 
348). 
Argyris and Schon (4) wrote of the importance of dilemmas in facili­
tating change. Dilemmas surface as a result of teachers learning that 
their theories in use (real) are not consistent with their espoused theo­
ries (ideal). Faced with a dilemma (dissonance), a teacher becomes uncom­
fortable, and search behavior begins. Dilemnas are resolved by teachers 
modifying their theory in use to match their espoused theory. Tuckman et 
al. (46) reported that behavior of experienced teachers can be changed by 
involving a discrepancy between a teacher's observed behavior and his own 
self-perception of his behavior, and then making him aware of this discrep­
ancy via verbal feedback. And, in an extensive review of the literature. 
Fuller and Manning (22) concluded that self-confrontation and discrepancy 
analysis is by and large a powerful supervisory technique. 
The literature, then, supports the contention that the creation and 
use of dissonance, through a discrepancy model, is an important tool in im­
proving instruction. It is reasonable to conclude that the efficacy of 
various supervisory techniques can be assessed by observing their effects 
on cognitive dissonance. 
Of course, setting the stage for a discrepancy model requires that the 
principal be knowledgeable, trusted, and skilled in establishing positive 
interpersonal relations with the staff. Generally, the cognitive elements 
corresponding to some opinion the teacher holds would be dissonant with 
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knowing that another person, the principal, holds a contrary position. 
However, as Festinger has pointed out: 
One important variable is the relevance of the disagreeing person ... 
to the opinion at issue. The more relevant the person ... to the 
opinion the more important will be the cognitive elements correspond­
ing to knowledge about the opinions of the others, and the greater 
will be the dissonance set up by the expression of disagreement . ... 
If the person voicing disagreement is seen as expert or very knowl­
edgeable on such matters, the dissonance between knowledge of his 
contrary opinion and one's own opinion will be greater (20, p. 180). 
Since self-persuasion is greatest when the negative drive state of disso­
nance is highest, successful implementation of the discrepancy model re­
quires that the relationship established between teachers and their princi­
pals during supervisory conferences is one which lends credibility to what 
the principal has to say. 
Supervi sory Conference CIimate 
The extent to which teachers face up to inconsistencies in their own 
cognitions may well depend upon the quality of climate and setting the su­
pervisor provides. Indeed, nearly every writer in the field extols the 
virtues of a healthy climate for effective teacher development. As Blum-
berg writes: 
There seems clearly to be a body of knowledge, albeit incomplete, 
that carries with it the strong suggestion that the character of the 
interpersonal transactions that occur between supervisor and teacher 
is related, in large measure, to the extent that the two will be able 
to work productively together. The issue, of course, is not that the 
two need "love" each other. Rather, the point is that teaching and 
supervision are both primarily, intense and complex human interactive 
functions. Matters of technique, methodology, and curriculum tend to 
be dealt with effectively in supervision to the degree that the inter­
personal ground of the relationship between supervisor and teacher can 
be described as communicatively open, maximally trusting, and minimal­
ly defensive (12, p. 189). 
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Because the supervisor is in control, represents the larger system, and may 
have an evaluative role, his or her behavior sets the climate.. Matter-of-
fact, ritualistic relationships produce little in the way of teacher growth. 
Adjectives such as friendly, helping, collégial, trusting and suppor­
tive are most often used by teachers to describe the ideal teacher-super­
visor relationship. When asked to select the kind of relationship teachers 
would like to have with their supervisors, sixty-six percent of the respon­
dents in a sample of New York teachers wanted a helping relationship, while 
thirty-six percent preferred a collégial relationship (26). Campbell (15) 
reported similar findings. Other such data are abundant. There re­
mains little doubt that an overall supervisory climate characterized by 
those qualities delineated above is of paramount importance to teacher de­
velopment. 
A key component of the supervisory process which both reflects and 
contributes to the overall climate is the supervisory conference. Probably 
no single supervisory performance is more critical to changing the instruc­
tional process than the supervisory conference. 
Of all the skills that contribute to a supervisor's effectiveness, 
none are more crucial than those related to conducting conferences. 
Research indicates that the success of a conference depends on the 
social-emotional climate created by the supervisor. By its nature, a 
conference induces some level of anxiety in the teacher. If the su­
pervisor remains indifferent to this condition, the positive results 
of the conference may be undermined. The supervisor's skillful inter­
personal communication with teachers has a direct impact on immediate 
and long range instructional improvement (27, p. 525). 
It is clear that the descriptors used in discussion of the general super­
visory climate must also characterize the supervisory conference. 
In general, the conference skills utilized by principals should be 
those which contribute to the establishment of what has been called a 
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"helping" relationship. Kindsvatter and Wilen (27) have identified nine 
skill areas in which supervisors should be competent to increase the proba­
bility of a successful conference. Climate building is number one on the 
list. Others are: target setting, questioning, commentary, praise, non­
verbal communication, balance, sensitivity, and closure. Flanders (21) has 
suggested several process descriptors of what may be involved in the teach­
er-supervisor relationship: helping another person change his teaching be­
havior, assisting a teacher to modify patterns of instruction in ways the 
teacher has selected, and a partnership in inquiry in which two persons 
compare intriguing alternatives. The supervisor, instead of trying to make 
the teacher model his/her style, concentrates on helping the teacher 
achieve his/her objectives regardless of style, within limits. 
Oliva prefers an indirect approach in supervision similar to the non-
directive approach followed by guidance personnel and psychologists. 
The nondirective counselor refrains from claiming to know the answers. 
Such a counselor does not sit down, listen to a client, and write a 
prescription for him; but rather allows the client to express him­
self, his own concerns, and his own ideas. 
An effective supervisor is ready with suggestions for a teacher 
to consider. He knows, however, that until the teacher has accepted 
the suggestions in his own mind and has, in effect, incorporated them 
into his behavior, the suggestions fall on barren land (39, p. 41). 
Other conference behaviors drawn from the field of counseling include: 
accepting, reflecting, clarifying, probing, and silence, 
Beale and Bost (7) report that empathy as a conference skill also re­
ceives a great deal of attention in the professional literature. They 
cite Clarkhuff, who has written that there is no basis for helping without 
empathy, and Rogers, who noted that research evidence continues to support 
the conclusion that a high degree of empathy in a relationship is the most 
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potent factor in bringing about positive change and learning. And, Cormier 
and Cormier (16) reported that some evidence suggests that counselors who 
provide a high level of empathy are able to enhance client self-exploration. 
In an effort to improve the empathetic communication skills of school 
administrators, Beale and Bost (7) identified five verbal responses used 
by administrators. Listed from least to most helpful they are: 
1. Evaluative - commander in chief, judgemental; 
2. Instructive - know it all; 
3. Placating - I'll make you feel better; 
4. Probing - interrogator; 
5. Understanding - allowing other person to express feelings and be­
liefs freely. 
The implication is that administrators need work in moving toward those re­
sponses which are more helpful. 
Blumberg (12) reported the findings of a study in which the effective­
ness of four conference styles was compared. The style labeled "lowdirect-
high indirect" was found to be superior by a number of measures including 
productivity. The supervisors adopting this style rarely used telling or 
criticizing behaviors, concentrating instead on asking questions, listen­
ing, and reflecting back teachers' ideas and feelings. Kindsvatter and 
Wilen have referred to the need for a balance between talking and listening 
in supervisory conferences. "For optimum transfer of conference outcomes 
to classroom practices, the supervisor should generally do less talking 
than the teacher, since insight occurs most readily when the teacher iden­
tifies his/her own behaviors, analyzes data, and conceives means for im­
provement" (27, p. 528). Recording and analyzing conferences can be help­
ful in developing this skill area. 
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The above discussion casts doubts on the legitimacy of the classroom 
observation approach to improving instruction. In the typical post obser­
vation conference, the teacher plays a passive rather than an active role. 
The observation report usually becomes the focus of such a conference with 
the supervisor "telling" the teacher what he or she did well and what needs 
to be improved. Even eye contact is between each individual and the obser­
vation report rather than between the parties involved as it should be. 
Research has demonstrated that post observation conferences are usually 
ritualistic with few opportunities for teacher input. Under such condi­
tions, a helping relationship has no opportunity to develop and grow. 
The most likely effects are that the teacher ostensibly complies with 
the supervisor and then does what he wants when the supervisor is not 
around, or that there is an agreement to disagree and each leaves the 
situation convinced that he is right and that, if only the other were 
brighter or more aware of reality, he would see it (12, p. 139). 
If this is true, valuable time is being wasted while full teacher potential 
goes unrealized. 
A small but growing body of data is slowly becoming available which 
indicates that teachers may be capable of accurately identifying their own 
development needs. Cross (17) reported on a study in which teachers were 
provided the opportunity to take free university course work of their own 
choosing. The findings suggest that teachers do recognize their own weak­
nesses. As an example, forty-seven percent of the teachers rated "poor" or 
"fair" by their principals in discipline had registered for a course on 
that topic. By contrast, only twenty-eight percent of those rated "good" 
and eleven percent of those rated "excellent" had signed up for that course. 
Johnston (29) compared the effects of traditional and self-evaluation on 
eighty-four student teachers and found that self-evaluation could produce 
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changes in subsequent behavior. And, Natriello (36) has cited evidence 
from U.S. military studies that self-evaluation does result in behavior 
change. When talking about the teacher evaluation process, one principal 
observed: 
I am always particularly interested in differences in our perceptions 
and usually find only a few. When I point out difficulties or 
strengths I have observed, I almost always find the teachers are 
also well aware of them. In fact, I have often found teachers more 
exacting and insightful than their evaluators (6, p. 74). 
Should future research find that self-evaluation can be used in lieu of 
classroom observation reports to identify teacher strengths and weaknesses, 
the negative effects these reports have on the conference climate could be 
avoided. 
Regardless of the stance taken on self-evaluation, one cannot dispute 
the importance of establishing a helping relationship through supervisory 
conferences. The history of such relationships suggests clearly that help 
is best used when it is sought: 
Helping is never a unilateral act. While the supervisor does have the 
power to give help, the teacher always has the power to receive or re­
fuse that assistance. To gain the teacher's cooperation, the super­
visor must be willing to negotiate. Helping, in fact, is usually a 
negotiated settlement between help giver and help receiver, each side 
applying conditions and agreeing to compromise as they build a con­
tract both can accept. In a helping relationship, supervisors are not 
the only party with power. The teacher has power — when the teacher 
refuses to cooperate, the supervisor is helpless to help (41, p. 531). 
Ideally, with the supervisor's help, the teacher will be able to analyze 
situations, discover areas needing improvement, and suggest strategies to 
correct problems. It is at this point that the supervisor must become a 
helper, a facilitator, to be supportive through providing access to any and 
all sources or resources of use to the teacher in attaining self-improve­
ment goals. 
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The research available supports the contention that the teacher devel­
opment strategy which promotes a climate of positive interpersonal rela­
tions between supervisors and teachers will be most effective in improving 
instruction. The data gathered in this study dealing with the effects of 
classroom observation on conference climate addressed this important point. 
Summary 
This chapter reviewed the professional literature as related to teach­
er development, cognitive dissonance, and supervisory conference climate. 
The importance of supervision to the improvement of instruction and 
the principal's key role in that process are well-established in the liter­
ature. The preponderance of evidence suggests, however, that principals 
have not been very successful in this role. The key question raised is 
"What effects do classroom observations have on the supervisory process, 
especially the supervisory climate?" Prominent authors were cited who be­
lieve frequent classroom observation is essential to effective supervision. 
Evidence was also cited which indicates that classroom observation creates 
tension and anxiety, is subject to observer bias, and is actually counter­
productive. 
Cognitive dissonance is viewed as a theory on motivation. Festinger 
and others have demonstrated that a person is motivated to change his/her 
behavior when a conflict exists within that person between what he/she is 
doing (real) and what he/she should be doing (ideal). Within the context 
of teacher supervision, it is logical to assume that a supervisory process 
is successful (will result in a change in teaching behavior) if it creates 
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dissonance within teachers. Cognitive dissonance, then, can be used as a 
measure of the effectiveness of a particular method of supervision. 
Finally, the importance of the supervisory conference was examined 
along with the requisite skills that principals must possess to be success­
ful. The relationship which develops between the principal and the teacher 
and unfolds during the supervisory conference is of paramount importance. 
Conference climate, as perceived by the teacher, is, then, another measure 
of the effectiveness of a method of supervision. The possible effects of 
classroom observation on conference climate were explored, and the small 
but growing body of research which indicates that teachers may be capable 
of identifying their own needs was summarized. 
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CHAPTER THREE. 
THE EXPERIMENTAL DESIGN 
The Setting 
This study was conducted during the 1981-82 school year in seven ele­
mentary and secondary public schools located in rural areas throughout the 
state of Iowa, each with a total enrollment of less than one thousand stu­
dents. Although there was no attempt to analyze systematically the compo­
sition of the students and staffs In individual schools, observations and 
demographic data indicated that they were similar in makeup. The same was 
true of the principals. All were male, had several years of experience, 
and had either a master's or a specialist's degree in school administration. 
The Research Paradigm 
Initial contact was made with the schools which participated in the 
study by calling the superintendents of most of the schools in Iowa which 
did not operate under master contracts. Schools which were not operating 
under master contracts were selected for participation, because it was felt 
that these schools could more easily adjust their evaluation procedures to 
fit the design of the study. Of those schools contacted, fifteen expressed 
interest and were sent a written proposal. Eventually, ten schools agreed 
to participate in the study, three of which later dropped out for a variety 
of reasons. 
The research proposal was submitted to the University Committee on the 
Use of Human Subjects in Research for approval. Following assurances that 
the confidentiality of the participating teachers would be safeguarded, 
project approval was granted on July 17, 1981. 
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Participating principals were invited to attend a one-day training 
session which was held just prior to the beginning of the experiment in 
September of 1981. The training session, conducted by three Iowa State 
University professors from the College of Education, provided the partici­
pants with information and practice on data gathering techniques and con­
ference skills. This was done primarily to standardize the techniques used 
by the principals during the study. In addition, the training proved to be 
a motivating factor for participation in the study. At the conclusion of 
the training session, the principals were instructed as to the procedures 
to be followed during the study and were given their materials. All seven 
principals who participated in the study received this training and in­
struction. 
By October 1, 1981, the principals had begun to carry out the re­
quirements of the research design in their individual schools. The teach­
ers in each school were randomly assigned to either the control group or 
one of two experimental groups. This resulted in a total of forty teach­
ers in each of the three groups. 
The control group represented a method of supervision which is typical 
of that found in most schools today. The principals observed classes with 
each observation followed by a conference. In order to maintain consisten­
cy across schools and to provide an opportunity for the different treat­
ments to have an effect on the dependent variables, four complete observa­
tion/conference sessions (four classroom observations and four conferences) 
were held with each teacher in this group. The four sessions were spaced 
evenly throughout the year, occurring approximately two months apart. 
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In one experimental group, teachers were observed once by their prin­
cipals at the beginning of the year with the remainder of the time being 
devoted entirely to conferences. Consequently, the teachers in this ex­
perimental group participated in seven conferences with their principals, 
or approximately one conference every four weeks. 
The teachers in the second experimental group operated without class­
room observations from the principals. The amount of time which was to be 
used for observations and conferences in the other two groups was devoted 
entirely to conferences. In other words, classroom observations were not 
conducted as a part of the supervisory process. The teachers in this 
group participated in eight conferences with their principals, once again, 
with approximately four weeks between conferences. 
It is important to reemphasize the fact that the total amount of time 
spent working with each teacher was held constant across all three groups. 
This enabled the researcher to compare the effectiveness of the three 
treatments without the additional variable of time. 
In the control group, the discussion during the conferences was in­
tended to center around the observations the principals had made during 
their classroom visits. This was not the case, however, in the experi­
mental groups. With teachers in these groups, the principals had to rely 
on what had been learned in the training session to encourage the teachers 
to openly discuss the teaching behaviors with which they wanted help. The 
emphasis was on what the teachers believed was happening in their class­
rooms. The principals' challenge in working with these teachers, as well 
as with those in the control group, was to get the teachers to engage in 
discussions about effective teaching practices, identify discrepancies 
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between those practices and what was currently being practiced in their 
classrooms, and set improvement targets designed to address those discrep­
ancies. 
Instrumentation 
Four instruments were used to collect data during the course of this 
study. 
First, two instruments had to be developed which would measure Fes-
tinger's concept of Cognitive Dissonance as it applies to teacher develop­
ment. Since, in this study, the researcher was interested in Cognitive 
Dissonance as it related to some predetermined effective teaching behav­
iors, one of the instruments had to be capable of measuring the teachers' 
conceptions of the degree to which they were utilizing those behaviors (or 
the Real component in Festinger's theory), while the other was constructed 
to measure the teacher's perceptions of the importance of each behavior to 
effective teaching (the Ideal). Subtracting the Real, from the Ideal, then, 
resulted in a measure of Cognitive Dissonance. 
To construct the items or statements for the Cognitive Dissonance in­
struments, the research of Berliner, Hunter, Kulik and Kulik, Medley, 
Rosenshine, Soar and Soar, and the Beginning Teacher Evaluation Study was 
analyzed in an effort to glean from it those teaching behaviors which have 
been shown to be significantly correlated with student academic achieve­
ment. Several statements were then submitted to six experts at Iowa State 
University for further validation. From their comments, twenty behaviors 
were selected which became the statements on effective teaching used in the 
Cognitive Dissonance instruments. Of the twenty statements, sixteen 
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correlate positively and four correlate negatively with student academic 
achievement according to both the published research and the panel of ex­
perts. 
A test of reliability using Cronbach's Alpha yielded Alpha and stan­
dardized item Alpha coefficients for the Effective Teaching Questionnaire 
of 0.64 and 0.72, respectively. Likewise, the test yielded an Alpha coef­
ficient of 0.75 and a standardized item Alpha coefficient of 0.78 for the 
Instructional Strategies Inventory. Thus, both instruments were consid­
ered to be quite reliable. 
Although the teaching behaviors on the two instruments were identical, 
the instructions and the response formats were not. The Instructional 
Strategies Inventory asked the respondent to use an eleven point scale to 
indicate the extent to which each of the statements was descriptive of what 
had occurred in their teaching situation during the last month. The scale 
ranged from "Not Descriptive" (0) to "Very Descriptive" (10), with the mid­
point (5) being identified as "Moderately Descriptive." This instrument 
measured the Real component of Cognitive Dissonance. 
The instructions and response format of the second instrument, the Ef­
fective Teaching Questionnaire, were designed to assess the other component 
of Cognitive Dissonance - the Ideal. With this instrument, teachers were 
asked to use either an "agree" or a "disagree" scale to record their feel­
ings regarding the importance of each of the teaching behaviors to effec­
tive teaching. In addition, teachers were asked to circle a number (1-5) 
which reflected the strength of their agreement or disagreement with each 
statement. This format also resulted in an eleven point scale with the ad­
dition of an "undecided" response option. Scoring was accomplished by 
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computing the teachers' mean scores on each of the instruments. Copies of 
the Instructional Strategies Inventory and the Effective Teaching Question­
naire are included in Appendix A of this study. 
In order to determine change over time, both of the Cognitive Disso­
nance instruments were administered to the teachers four times during the 
course of the study. The instruments were administered to the teachers in 
all three groups at the beginning of the school year. After that, they 
were administered at corresponding intervals across groups. More specifi­
cally, the Cognitive Dissonance instruments were readministered to the 
teachers in the control group within two days after the second, third and 
fourth post observation conferences, or approximately once every two months. 
The instruments were readministered within two days after the third, fifth 
and seventh conferences to the teachers in Experimental Group One and after 
the fourth, sixth, and eighth supervisory conferences to the teachers in 
Experimental Group Two, each administration separated by an interval of ap­
proximately two months in length. 
The second dependent variable of interest in this study was superviso­
ry conference climate. The researcher was interested in the effect the 
three supervisory methods had on the teachers' perceptions of the climates 
established during the supervisory conferences. The researcher was also 
interested in examining any interactions which existed between conference 
climate and cognitive dissonance. 
Perkins et al. (40) developed an instrument called The impact 
Message Inventory (IMI). The inventory consists of fifteen indepen­
dently developed subscales and measures the affective, behavioral and 
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cognitive reactions one individual experiences as the consequence of a 
just-completed interaction with another person. 
Perkins et al. used the behavioral descriptions of the fifteen inter­
personal styles in Lorr et al. (30) and Lorr and McNair's (31, 32, 33) In­
terpersonal Behavior Inventory (IBI) as the point of departure for the de­
velopment of the parallel-structured IMI. From there, individual items for 
Form I of the IMI were generated 
... in successive steps by independently reading each of the fifteen 
IBI paragraph descriptions, each author imagining he was presently 
interacting with that 'person', focusing internally on the immediate 
behavioral, affective, and cognitive reactions he experienced, and 
recording his actions in response to sentence stems in the form, 'He 
makes me feel '  (40). 
Following a check for interrater reliability and some pruning for re­
dundancies, a final item pool of two-hundred fifty-nine items (Form I-IMI) 
was administered to four-hundred and fifty-one introductory psychology un­
dergraduate students. The sample was primarily female (68.7 percent), Cau­
casian (76.9 percent), between the ages of seventeen and twenty-six (89.1 
percent), and from homes with incomes of $10,000 or more. The students 
were randomly assigned to fifteen subsamples. 
Using an odd-even split, Perkins et al. divided each of the fifteen 
groups into subscales of equal numbers with proportional representation of 
males and females. An item was included in IMI-Form II and keyed to one of 
the fifteen subscales to the extent that the item met one, and preferably 
both, of the following criteria: 
(a) An r/cir index for the item (degree of circular ordering exhibited 
by a given item in its mean values across the fifteen conditions) 
was highest for that sucscale in contrast with the other fourteen. 
(b) The mean score of the item was highest for that same subscale in 
contrast with the other fourteen (40, p. 365). 
37 
The highest two items for each of the three subclasses of impact messages 
(direct feeling, action tendencies, perceived evoking message) were se­
lected, producing eighty-two items for the IMI Form II. 
The authors 
... then factor analyzed the eighty-two items on each of two subsam-
ples and correlated each of the first three factors obtained in each 
half sample with its counterpart in the other half sample. The re­
sulting coefficients of .954, .755 and .722, respectively, represented 
satisfactory coefficients of determination for these factors and in­
dicated that our item selection and factor structure based on one-
half of our sample were quite reliable for the total sample (40, p. 
365). 
To check the internal consistency reliability of the fifteen sub-
scales, Perkins et al. correlated each of the six item scores with the mean 
score for the respective subscales. "Resulting coefficients were very 
high, ranging from .80 to .99. Only ten of the eighty-two values were be­
low .80, and only four below .70 with the lowest being .57" (40, p. 365). 
Thus, each of the fifteen subscales demonstrated a high level of internal 
consistency reliability. 
It was felt by the researcher that certain subscales of this instru­
ment could be used to assess the interpersonal consequences of "climate" of 
the conferences associated with each of the three methods of teacher devel­
opment by recording the teachers' reactions to the principals following the 
supervisory conferences. In order to select the subscales used, the fif­
teen subscales were submitted to a panel of five Iowa State University edu­
cation professors. The panel members identified six subscales which, in 
their judgment, would adequately reflect a teacher's perception of the cli­
mate of a just-completed conference with his/her principal. Of the six 
subscales selected, three reflected generally positive feelings, whereas 
38 
the other three reflected negative feelings. The six subscales were: 
Affiliative, Agreeable, Nurturant, Dominant, Hostile, and Mistrusting. The 
resulting instrument contains six items per subscale for a total of thirty-
six items. A copy of the adapted impact Message Inventory IS included in 
Appendix A of this study. 
As was the case with Cognitive Dissonance, the researcher was inter­
ested in how each of three treatments affected the teachers' perceptions of 
conference climate over time. Consequently, this instrument was also ad­
ministered to each teacher in each group at four different points through­
out the study. In the control group, the impact Message inventory was ad­
ministered immediately after each post observation conference. The .impact 
Message Inventory was administered to the teachers in Experimental Group 
One immediately following the initial and only post observation conference 
and immediately after the third, fifth, and seventh conferences thereafter. 
And, in Experimental Group Two, the impact Message inventory was adminis­
tered immediately after the second, fourth, sixth, and eighth supervisory 
conferences. 
Initially, consideration was being given to combining some of the im­
pact Message Inventory subscales to form "negative effect" and "positive 
effect" climate scores. However, the strength of the correlation coeffi­
cients between the subscales selected to form the "negative effect" and 
"positive effect" constructs did not justify this procedure. Instead, each 
subscale of the impact Message Inventory was treated as a separate depen­
dent variable. A mean score was computed for each teacher on each sub-
scale. The correlation coefficients between the six subscales are reported 
in Table IB in Appendix B. 
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Also of concern in this study was the relationship which existed be­
tween the teachers' self-concepts and the effectiveness of each of the 
three methods of supervision. For example, "how did teachers who had lower 
self-concepts react to the three treatments?" In order to assess the 
teachers' self-concepts, an instrument was used which was developed for 
this purpose by [manual M. Berger, entitled the seif-Acceptance scale (10). 
The instrument consists of thirty-six statements to which the teachers re­
sponded using a five-point scale. The scale ranges from "Not At All True" 
(1) to "Completely True" (5) with "Half True-Half False" (3) identified as 
the midpoint. A copy of the seif-Acceptance scale, is included in Appendix 
A of this study. 
Applying the Spearman Brown formula to the data obtained from a varie­
ty of groups. Berger estimated the whole-test reliability of the self 
Acceptance Scale to be .894 or greater. A test of concurrent validity 
yielded a Pearson product-moment correlation of .897 (10). 
Mean scores were computed for the seif-Acceptance scale, which was ad­
ministered to each teacher once at the beginning of the study. Teachers 
with higher self-concepts were defined as those with a mean score falling 
in the top half of all mean scores. Those whose mean scores fell in the 
bottom half were defined as having lower self-concepts. 
Information regarding the teachers' proficiency in the classroom was 
obtained by asking each principal to divide his staff into three equal 
groups with the top group consisting of those whom he considered to be his 
best teachers and the bottom group consisting of those with lesser skills. 
This was done during the third quarter of the year to give principals time 
to assess the capabilities of the teachers new to their staffs. 
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Demographic information about each teacher, including his/her sex and j/ears 
of teaching experience, were also provided by the principals. 
To insure complete confidentiality, all data and other information 
collected were identified by teacher code number only. Teachers in each 
school were asked to place completed instruments in envelopes, seal them, 
and return them to a designated depository. In this way, the teachers 
could be assured that no one other than the researcher would see their re­
sponses. Once each quarter, a designated person in each school placed all 
the sealed envelopes in a large envelope and mailed it directly to the re­
searcher. The principals were the only people who had access to the names 
which matched the code numbers, and the researcher was the only person who 
had access to the data. 
Null Hypotheses Tested 
Since the research questions under investigation in this study cen­
tered around the concepts of conference climate and Cognitive Dissonance, 
the null hypotheses were written to separate those two clusters of depen­
dent variables. Consequently, the hypotheses which follow are written in 
pairs, one hypothesis with the subscales of conference climate as depen­
dent variables and another hypothesis with Cognitive Dissonance and its 
components as dependent variables. H03 stands alone since it has to do 
with correlations between the Cognitive Dissonance and climate variables. 
Ho^: There are no significant differences between the average scores of 
teachers supervised using multiple observations, teachers super­
vised with a single observation and teachers having no observations 








HOg: There are no significant differences between the average scores of 
teachers supervised using multiple observations, teachers supervised 
with a single observation and teachers having no observations during 
supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
HOg: There are no significant correlations within the multiple observa­
tion, single observation and no observation treatment groups between 
the following dependent variables: 
a. Dominant and Cognitive Dissonance - Ideal ; 
b. Dominant and Cognitive Dissonance - Real ;  
c. Dominant and Cognitive Dissonance; 
d. Hostile and Cognitive Dissonance - Ideal; 
e. Hostile and Cognitive Dissonance - Real; 
f .  Hostile and Cognitive Dissonance; 
g .  Mistrusting and Cognitive Dissonance - Ideal; 
h .  Mistrusting and Cognitive Dissonance - Real ; 
i. Mistrusting and Cognitive Dissonance 9  
j .  Agreeable and Cognitive Dissonance - Ideal ; 
k .  Agreeable and Cognitive Dissonance - Real ; 
1 .  Agreeable and Cognitive Dissonance; 
m. Nurturant and Cognitive Dissonance - Ideal ; 
n. Nurturant and Cognitive Dissonance - Real ;  
0 .  Nurturant and Cognitive Dissonance; 
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p. Affiliative and Cognitive Dissonance - Ideal; 
q. Affiliative and Cognitive Dissonance - Real; 
r. Affiliative and Cognitive Dissonance. 
There are no significant differences between the average scores of 
teachers with lower self-concepts supervised using multiple observa­
tions, teachers with lower self-concepts supervised with a single ob­
servation and teachers with lower self-concepts having no observa­







There are no significant differences between the average scores of 
teachers with lower self-concepts supervised using multiple observa­
tions, teachers with lower self-cOncepts supervised with a single ob­
servation and teachers with lower self-concepts having no observa­
tions during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
There are no significant differences between the average scores of 
teachers with higher self-concepts supervised using multiple observa­
tions, teachers with higher self-concepts supervised with a single 
observation and teachers with higher self-concepts having no observa­








There are no significant differences between the average scores of 
teachers with higher self-concepts supervised using multiple observa 
tions, teachers with higher self-concepts supervised with a single 
observation and teachers with higher self-concepts having no observa 
tions during supervision for the following dependent variables; 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
There are no significant differences between the average scores of 
teachers rated in the top third of their faculties supervised using 
multiple observations, teachers rated in the top third of their 
faculties supervised with a single observation and teachers rated 
in the top third of their faculties having no observations during 








There are no significant differences between the average scores of 
teachers rated in the top third of their faculties supervised using 
multiple observations, teachers rated in the top third of their 
faculties supervised with a single observation and teachers rated 
in the top third of their faculties having no observations during 
supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
There are no significant differences between the average scores of 
teachers rated in the middle third of their faculties supervised 
using multiple observations, teachers rated in the middle third of 
their faculties supervised with a single observation and teachers 
rated in the middle third of their faculties having no observations 







There are no significant differences between the average scores of 
teachers rated in the middle third of their faculties supervised 
using multiple observations, teachers rated in the middle third of 
their faculties supervised with a single observation and teachers 
rated in the middle third of their faculties having no observations 
during supervision for the following dependent variables: 
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a. Cognitive Dissonance - Ideal ;  
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
HOjg: There are no significant differences between the average scores of 
teachers rated in the bottom third of their faculties supervised 
using multiple observations, teachers rated in the bottom third of 
their faculties supervised with a single observation and teachers 
rated in the bottom third of their faculties having no observations 







H0j^2* There are no significant differences between the average scores of 
teachers rated in the bottom third of their faculties supervised 
using multiple observations, teachers rated in the bottom third of 
their faculties supervised with a single observation and teachers 
rated in the bottom third of their faculties having no observations 
during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
Hoj^: There are no significant differences between the average scores of 
teachers with less than four years of teaching experience supervised 
using multiple observations, teachers with less than four years of 
teaching experience supervised with a single observation and 
46 
teachers with less than four years of teaching experience having no 








Ho^g: There are no significant differences between the average scores of 
teachers with less than four years of teaching experience supervised 
using multiple observations, teachers with less than four years of 
teaching experience supervised with a single observation and teach­
ers with less than four years of teaching experience having no ob­
servations during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
HOjg: There are no significant differences between the average scores of 
teachers with four or more years of teaching experience supervised 
using multiple observations, teachers with four or more years of 
teaching experience supervised with a single observation and teach­
ers with four or more years of teaching experience having no obser­








Ho^y: There are no significant differences bebveen the average scores of 
teachers with four or more years of teaching experience supervised 
using multiple observations, teachers with four or more years of 
teaching experience supervised with a single observation and teach­
ers with four or more years of teaching experience having no obser­
vations during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
Ho^g: There are no significant differences between the average scores of 
female teachers supervised using multiple observations, female 
teachers supervised with a single observation and female teachers 








Ho^g: There are no significant differences between the average scores of 
female teachers supervised using multiple observations, female 
teachers supervised with a single observation and female teachers 
having no observations during supervision for the following depen­
dent variables: 
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a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
HOgg: There are no significant differences between the average scores of 
male teachers supervised using multiple observations, male teachers 
supervised with a single observation and male teachers having no ob­







HOg^: There are no significant differences between the average scores of 
male teachers supervised using multiple observations, male teachers 
supervised with a single observation and male teachers having no ob­
servations during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
The decision was made by the researcher to reject a null hypothesis 
dealing with climate (Ho^, Ho^, HOg, HOg, Ho^g, Ho^g, Ho^^, Ho^g, HOjg and 
HOgg) if the data revealed statistically significant differences on at 
least four of the six dependent variables. Likewise, null hypotheses re­
lated to the concept of Cognitive Dissonance (HOg, HOg, HOy, HOg, Ho^^, 
Ho^g, HOjg, Ho^y, HOjg and Hog^) were to be rejected if statistically sig­
nificant differences were found on at least two of the three dependent 
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variables. Finally, it was determined that HOg, having to do with corre­
lations between the climate and the Cognitive Dissonance variables, was to 
be rejected only for those pairs of variables where statistically signifi­
cant correlations were found. 
Statistical Analyses of the Data 
A series of statistical tests were used to analyze the data from this 
study and address the research hypotheses. Analysis of variance was used 
to test for significant differences among treatment groups on each of the 
six subscales of the impact Message Inventory, Cognitive Dissonance and the 
Real and Ideal components of Cognitive Dissonance. Because of the diffi­
culty of dealing with missing data, analysis of variance tests were also 
run on the data with individual cases combined to form school mean scores. 
Since the researcher was interested in the change in each of nine dependent 
variables over time, analysis of variance tests were also used to check for 
differences between the four assessment periods with the data grouped by 
time and by treatment group and time. Where the analysis of variance test 
turned up statistically significant differences, the Waller-Duncan K-Ratio 
T test and Duncan's Multiple Range test were used to further isolate the 
differences. 
Finally, to further determine the effects of the three treatments over 
time, a trend analysis procedure was adapted for use in this study. This 
procedure allowed the researcher to study the trends of the mean scores 
over the successive trials. It was assumed that any differences found 
among the four trial mean scores were the result of the supervisory tech­
niques employed. Trend analysis identified the direction of the trends of 
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the mean scores; that is, whether the mean scores increased or decreased 
in successive trials, as well as the bend or curvature of the trends. 
Tests of statistical significance determined if the direction and curva­
ture of the trends occurred as a result of random variation. 
A trend analysis was conducted for each dependent variable on the com­
bined mean scores within each of the experimental groups, as well as the 
combined mean scores of all eighty-four cases to identify significant 
trends from Assessment One through Assessment Four. 
This study also examined the relative effectiveness of the three ap­
proaches to teacher supervision with various subgroups of the research 
sample. More specifically, analysis of variance tests were used to identi­
fy significant differences between treatment groups with teachers grouped 
by proficiency, level of self-concept, years of teaching experience, and 
sex. Where significant differences were found, the Tukey-B Multiple Range 
Test was used to identify the treatment groups which differed at the .05 
level of significance. 
Several of the hypotheses tested in this study dealt with the rela­
tionships between the impact Message Inventory conference climate indica­
tors and Cognitive Dissonance. The Pearson product-moment correlation co­
efficient was used to test for correlations between these variables. 
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Assumptions Applicable to the Major Statistical 
Tests Used in this Study 
The various tests associated with analysis of variance are based on 
the following set of assumptions: 
1. The observations are random and independent samples from the popula­
tions; 
2. Measurement of the dependent variables are on at least an interval 
scale; 
3. The populations from which the samples are selected are normally 
distributed and the variances of the populations are equal. 
Two assumptions underlie the use of the Pearson r. They are: 
1. That both variables are measured on at least an interval scale;-
2. The underlying distributions of both variables are normal. 
The data used in this study meet these assumptions. The teachers were 
randomly assigned to each of three experimental groups and all instruments 
used in the study to collect data employed an interval measurement scale. 
The homogeneity of variance assumption was evaluated through the direct ex­
amination of residuals. 
Summary 
A pretest-posttest control group experimental design was used in this 
study to test the relative effectiveness of three different approaches to 
teacher supervision. The three approaches varied in their use of classroom 
observation and conferences with the total amount of time spent per teacher 
remaining constant. The various measures used to determine effectiveness 
centered around the concepts Cognitive Dissonance as developed by Leon 
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Festinger and conference climate, adapted from the work of Perkins, Kiesler 
and others. Each of the three supervisory techniques was employed and 
tested in seven small Iowa public schools during the 1981-82 school year. 
The variables were assessed at four different points during the year to 
enable the researcher to chart changes in them over time. 
One-way analysis of variance and various posttests were employed to 
test twenty-one research hypotheses dealing with differences between the 
three treatment groups on nine variables - the six subscales of the impact 
Message Inventory, Cognitive Dissonance, and its two components. The data 
were analysed using individual and school mean scores for the entire sample 
and subgroups within the sample grouped by teacher proficiency, level of 
self-concept, experience and sex. A trend analysis procedure was utilized 
to more accurately depict the changes in the dependent variables over the 
course of the experiment. The Pearson product-moment correlation coeffi­






A series of statistical tests were used to analyze the data from this 
study as dictated by the research hypotheses stated in Chapter Three. More 
specifically, a one-way analysis of variance test was used to test for sig­
nificance between groups using individual scores and again when individual 
cases were combined to form school mean scores. In addition, analysis of 
variance tests were also run on the data grouped by time and by group and 
time. Where statistically significant differences were found, the Waller-
Duncan K-Ratio T test and Duncan's Multiple Range test were used as post-
tests to further isolate the differences. To analyze the effects of the 
treatments over time, trend analysis and an orthogonal test of linearity 
were employed. 
The Pearson product-moment correlation coefficient was also used to 
test the relationships between variables. And, finally, one-way analysis 
of variance tests and the Tukey-B Multiple Range test were used to check 
for differences between treatments with the data organized by teacher pro­
ficiency, level of self-concept, years of teaching experience, and sex. 
Following a description of the sample, these procedures are described 
in detail in this chapter along with a statement regarding the disposition 
of each of the research hypotheses. As a general rule, tables displaying 
data lacking statistical significance have been placed in Appendix B. 
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A Description of the Sample 
The one hundred and twenty teachers comprising the sample for this 
study came from seven elementary and secondary public schools, all in the 
state of Iowa. There were more females than males in the sample (55%) and 
their teaching experience ranged from zero to thirty-six years with an 
average of 11.31 years. 
An examination.of the data from the first administration of the Effec­
tive Teaching Questionnaire and the Instructional Strategies Inventory re­
vealed that, at the beginning of the study, the teachers in the sample had 
mean Cognitive Dissonance - Ideal and Cognitive Dissonance - Real scores 
of 6.79 and 6.74, respectively, on an eleven point scale. As a group, 
then, the teachers were reasonably well-satisfied with their teaching per­
formances (as measured by Cognitive Dissonance) and possessed a level of 
understanding and appreciation for the identified effective teaching be­
haviors which allowed growth to occur during the study. 
An indication of the teachers' feelings regarding the climate of su­
pervisory conferences near the beginning of the study is contained in the 
data derived from the first administration of the adapted impact Message 
Inventory. Generally, those feelings can be characterized as being more 
positive than negative. The mean scores on the Dominant, Hostile and Mis­
trusting subscales were below the midpoint on the scale (2), while the mean 
scores for the sample on the Agreeable, Nurturant and Affiliative subscales 
were above the midpoint. 
The first assessment mean scores and standard deviations for the sam­
ple on the subscales of the adapted impact Message inventory and the two 
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components of Cognitive Dissonance are included in Table 1. For purposes 
of comparison, the data from the fourth and final assessment are contained 
in Table 2. 
Table 1. First assessment mean scores and standard deviations for all 
teachers 
Standard 
N . Mean deviation 
Dominant 119 1.65 0.46 
Hostile 119 • 1.29 0.45 
Mistrusting 120 1.48 0.51 
Agreeable 120 3.01 0.65 
Nurturant 116 2.92 0.58 
Affiliative 119 2.73 0.57 
Cognitive Dissonance - Ideal 120 6.79 0.77 
Cognitive Dissonance - Real 84 6.74 0.86 





Domi nant 104 1.63 0.46 
Hostile 105 1.38 0.55 
Mistrusting 105 1.52 0.63 
Agreeable 105 3.04 0.73 
Nurturant 102 2.92 0.69 
Affiliative 103 2.66 0.57 
Cognitive Dissonance - Ideal 103 7.24 0.75 
Cognitive Dissonance - Real 101 5.85 1.01 
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The final descriptive data on the overall sample have to do with the 
teachers' self-concepts. Table 3 displays the means and standard devia­
tions of the two halves of the total sample; those whose scores fell above 
the mean for the total group (145 out of a possible score of 180) and those 
whose scores fell below that point. Standardized norms were not available 
for comparison purposes, but the scores seem to suggest a moderately strong 
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self-concept level for the total sample. 
Table 3. seif-Acceptance Scale means and standard deviations for teachers 
classified in the "higher" and "lower" self-concept groups 
Standard 
Scores N Mean deviation 
< 145 54 132.67 9.99 
> 145 53 157.42 7.92 
Analysis of Variance Between Groups 
Using Individual Cases 
A separate one-way analysis of variance test was run on the data from 
each of the four assessment periods of the study for the six subscales of 
the Impact Message Inventory, Cognitive Dissonance, and for the two compo­
nents of Cognitive Dissonance - the Ideal, measured by the Effective Teach­
ing Questionnaire, and the Real, measured by the Instructional Strategies 
Inventory. Because of missing data, the number of cases in each group 
varied somewhat but usually included around thirty-five cases. 
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As Tables 2B through 5B in Appendix B indicate, the analyses revealed 
no significant differences among groups on any of the variables. 
Grouping the Data by Schools 
Because of the variance in the number of cases across groups and at 
each assessment, the data on each variable were organized to get overall 
school mean scores for each treatment group. In other words, the impact 
Message Inventory - Dominant scores of all individuals in Group Zero, 
school one were combined to get a school and group mean score for that 
variable. With data organized in this manner, an analysis of variance was 
performed on all eighty-four cases (seven schools times three treatment 
groups times four assessments) by using group, time, and time and group. 
The results of the analysis of variance by group are depicted in Table 
6B, also in Appendix B. As was true of the analyses using individual 
cases, there were no significant differences found between the groups on 
the six subscales of the impact Message Inventory, Cognitive Dissonance, 
or the Real and Ideal components of Cognitive Dissonance. 
Thus, the analysis of the data grouped by individual cases and by 
schools failed to reject the following hypotheses: 
Ho^: There are no significant differences between the average scores of 
teachers supervised using multiple observations, teachers super­
vised with a single observation and teachers having no observations 








HOg: There are no significant differences between the average scores of 
teachers supervised using multiple observations, teachers supervised 
with a single observation and teachers having no observations during 
supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
Likewise, the analysis by group and time also failed to produce any 
statistically significant differences. Appendix Table 7B displays the de­
grees of freedom, F ratios and F probabilities for each of the nine depen­
dent variables. 
However, when the school mean scores for all three groups were com­
bined to form a total mean score, the analysis of variance revealed a sta­
tistically significant difference between the assessments on two variables. 
As Table 4 depicts, a F value of 13.27, statistically significant at the 
.01 level, existed on the Cognitive Dissonance - Ideal variable as measured 
by the Effective Teaching Questionnaire, and an F value of 12.27, also sig­
nificant at the .01 level, existed on the variable Cognitive Dissonance. 
Two posttests were then employed to determine where, within the four 
assessments, the statistical differences occurred. 
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Table 4. ANOVA of combined school mean scores for all groups by time 
Dependent variable df F ratio F probability 
IMI-Dominant 3 0.25 0.86 
IMI-Hostile 3 0.65 0.59 
IMI-Mistrusting 3 0.34 0.80 
IMI-Agreeable 3 0.90 0.45 
IMI-Nurturant 3 0.58 0.64 
IMI-Affil iative 3 0.59 0.62 
Cognitive Dissonance • • Ideal 3 13.27** <0.01 
Cognitive Dissonance -• Real 3 0.72 0.55 
Cognitive Dissonance 3 12.27** <0.01 
••Significant at the .01 level; N = 21. 
Posttest Analysis of Cognitive Dissonance and 
Cognitive Dissonance - Ideal 
The Waller-Duncan K-Ratio T test was used to determine which assess­
ments had mean scores on variables Cognitive Dissonance and Cognitive Dis­
sonance - Ideal which were significantly different from the others. 
With regards to Cognitive Dissonance, both the Waller-Duncan K-Ratio 
T test and the Duncan Multiple Range test identified the Assessment Four 
mean score of 0.73 as significantly different at the .05 level from the 
mean scores of assessments One, Two and Three of 0.02, 0.21, and 0.29, re­
spectively. 
On the other hand, with variable Cognitive Dissonance - Ideal, the 
Waller Duncan K-Ratio T test identified the Assessment One mean score of 
6.78 as significantly different from the mean scores of assessments Two, 
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Three and Four of 7,09, 7.21 and 7.41, respectfully. However, a more pow­
erful posttest, the Duncan Multiple Range test, failed to show a statisti­
cally significant difference at the .05 level between any of the four mean 
scores on this variable. 
The data analyzed across time produced information of practical sig­
nificance. It is important to note that there was a steady increase 
through all four assessments in the perceptions teachers held regarding 
certain effective teaching behaviors and in the amount of Cognitive Dis­
sonance they reported. This suggests that supervisors can be effective 
in changing teachers' perceptions regarding the teaching techniques that 
should be used in classrooms and their motivation for change. It would be 
reasonable to hypothesize that the gains made over a period of several 
years might be of greater statistical significance. 
A Final Look at the Change in Cognitive Dissonance 
and Cognitive Dissonance - Ideal 
Final analysis of variance tests were conducted on the four assessment 
mean scores for each variable within treatment groups. An N of twenty-
eight resulted from the four assessments in each of the seven schools. As 
Tables 5 and 6 show, statistically significant increases from Assessment 1 
to Assessment 4 were found in Groups Zero (four observations) and One (one 
observation) on variables Cognitive Dissonance and Cognitive Dissonance -
Ideal. Table 8B, included in Appendix B, shows no significant differences 
between assessments for the teachers who were not observed with the data 
organized in this manner. 
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Table 5. One-way ANOVA on the four assessment mean scores - multiple ob­
servation group 
Dependent variable df F ratio F probability 
IMI-Dominant 3 0.14 0.94 
IMI-Hostile 3 0.23 0.87 
IMI-Mistrusting 3 0.33 0.81 
IMI-Agreeable 3 0.47 0.70 
IMI-Nurturant 3 0.36 0.78 
IMI-Affiliative 3 0.49 0.69 
Cognitive Dissonance - Ideal 3 4.24* 0.02 
Cognitive Dissonance - Real 3 0.23 0.88 
Cognitive Dissonance 3. 3.72* 0.02 
•Significant at the .05 level; N = 28. 
Table 6. One-way ANOVA on the four assessment mean scores - single obser­
vation group 
Dependent variable df F ratio F probability 
IMI-Dominant 3 0.29 0.83 
IMI-Hostile 3 0.16 0.92 
IMI-Mistrusting 3 '  0.14 0.94 
IMI-Agreeable 3 0.01 1.00 
IMI-Nurturant 3 0.13 0.94 
IMI-Affiliative 3 0.04 0.99 
Cognitive Dissonance - Ideal 3 4.50* 0.01 
Cognitive Dissonance - Real 3 0.04 0.99 
Cognitive Dissonance 3 7.55** <0.01 
^Significant at the .05 level; 
••Significant at the .01 level. 
N = 28. 
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Finally, a trend analysis was conducted using the combined mean scores 
within each of the experimental groups, as well as the combined mean scores 
of all eighty-four cases, to determine if significant trends occurred on 
any of the variables as the scores changed from Assessment One through As­
sessment Four. As Table 7 depicts, a trend significant at the .01 level 
emerged, once again, on variables Cognitive Dissonance and Cognitive Dis­
sonance - Ideal using the data for all cases. Orthogonal tests of lineari­
ty were significant, indicating that the upward trends did fit a straight 
line. Similar significant trends existed for those same two variables in 
Groups Zero and One, while no significant trends were found in the data for 
the no-observation experimental group. 
Table 7. Trend analysis of all cases 
Dependent variable df F ratio F probability 
IMI-Dominant 3 0.08 0.96 
IMI-Hostile 3 0.23 0.87 
IMI-Mistrusting 3 0.19 0.90 
IMI-Agreeable 3 0.20 0.90 
IMI-Nurturant 3 0.17 0.91 
IMI-Affiliative 3 0.11 0.95 
Cognitive Dissonance - Ideal 3 9.53** <0.01 
Cognitive Dissonance - Real 3 0.51 0.68 
Cognitive Dissonance 3 10.58** <0.01 
••Significant at the .01 level; N = 84. 
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Figures 1, 2, and 3 display the changes over the course of the study 
in the three dependent variables which were of primary concern to the re­
searcher — Cognitive Dissonance and its two components Real and Ideal. 
Consistent with the results of the many statistical tests and posttest 
which have been described previously in this chapter, the Real component 
of Cognitive Dissonance showed little change over the course of the study, 
whereas the Ideal component did show some significant change between the 
first assessment and the other three assessments and in the overall trend 
which was established as the data unfolded over time. Likewise, Cognitive 
Dissonance changed over time, although more significantly near the end of 
the study. Since Cognitive Dissonance is simply the difference between the 
Ideal and Real mean scores, and since the Real component exhibited very 
little change, the Cognitive Dissonance graph reflects the changes made 
in the Ideal component. Actual mean scores can be found in Tables 9B, 
lOB, and 118 in Appendix B. 
Correlations Between Variables 
The Pearson product-moment correlation coefficient was calculated to 
determine the direction and significance of any correlations which existed 
between each of the subscales of the IMI, Cognitive Dissonance, and its 
two components. As Tables 8 and 9 show, significant correlations surfaced 
in Group Zero (four observations) and Group Two (no observations). 
No significant correlations existed between the six subscales of the 
IMI and Cognitive Dissonance, Cognitive Dissonance - Ideal, or Cognitive 
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Figure 1. Ideal mean scores over time by group 
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Figure 2. Real mean scores over time by group 
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Table 8. Correlations between variables - multiple observation group 
Cognitive Cognitive Cognitive 
IMI Dissonance - Dissonance - Dissonance 
Ideal Real 
Dominant 0.14 0.12 -0.09 
P=0.24 P=0.29 P=0.35 
Hostile -0.1 -0.19 0.06 
P=0.31 P=0.16 P=0.39 
Mistrusting 0.10 0.11 -0.08 
P=0.30 P=0.28 P=0.35 
Agreeable -0.01 -0.33 0.40 
P=0.31 P=0.04* P=0.02* 
Nurturant 0.05 -0.17 0.26 
P=0.40 P=0.20 P=0.10 
Affiliative 0.02 0.05 0.04 
P=0.45 P=0.40 P=0.41 
*Significant at the .05 level ; N = 28. 
In the multiple observation group. a negative correlation significant 
at the .05 level existed between the variables IMI-Agreeable and Cognitive 
Dissonance - Real. Correspondingly, a positive correlation, also signifi­
cant at the .05 level, existed between the variable IMI-Agreeable and the 
variable Cognitive Dissonance. There were no other statistically signifi­
cant correlations found in the data from the teachers in that group. 
The figures in Table 9 reveal significant positive correlations be­
tween two of the IMI subscales, IMI-Agreeable and IMI-Nurturant, and the 
variable Cognitive Dissonance - Ideal. 
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Table 9. Correlations between variables - no observation group 
Cognitive Cognitive Cognitive 
IMI Dissonance - Dissonance - Dissonance 
Ideal Real 
Dominant 0.07 0.04 0.02 
P=0.37 P=0.42 P=0.46 
Hostile -0.09 -0.05 -0.03 
P=0.32 P=0.40 P=0.44 
Mistrusting 0.17 0.11 0.04 
P=0.20 P=0.30 P=0.43 
Agreeabl e 0.35 0.24 0.06 
P=0.03* P=0.11 P=0.39 
Nurturant 0.34 0.24 0.04 
P=0.04* P=0.11 P=0.41 
Affiliative 0.24 0.15 0.06 
P=0.11 P=0.22 P=0.38 
•Significant at the .05 level; N = 28. 
One could conclude that, when classroom observations are utilized as a 
part of the supervisory process, teachers who perceive their principal as 
being more agreeable in nature tend to have a lower and perhaps more realis­
tic perception of their own mastery of effective teaching techniques. 
Since these teachers tend to give themselves lower scores on their perfor­
mance of various effective teaching practices than teachers who view their 
principals as being less agreeable, the dissonance experienced is greater. 
On the other hand, teachers who were not observed (Group Two) reflected 
a tendency to set higher ideals for their performance of specified instruc­
tional techniques when they perceived their principal to be agreeable and 
nurturant. 
69 
The significant data from both the multiple observation and no ob­
servation groups support the widely-held contention that a less threaten­
ing, more collégial relationship between supervisors and the teachers is 
advantageous to improving instruction. When using observations as part of 
the supervisory process, the significant difference will most likely occur 
in the perception teachers have of their classroom performance. On the 
other hand, when conferences are used as the sole method of teacher super­
vision, the difference in principals' styles will most likely be reflected 
in the attitudes teachers express about the desirability of certain pre­
scribed teaching techniques. 
It is also important to keep in mind that, although statistically sig­
nificant, the amount of variance in any one variable which can be attrib­
uted to a change in another variables (r^) is relatively small, ranging 
from eleven to sixteen percent. 
Based on the procedure described in Chapter Three, the null hypothesis 
was rejected for the following pairs of variables: 
HOg: There are no significant correlations within the multiple observa­
tion, single observation and no observation treatment groups among 
the following dependent variables: 
j. Agreeable and Cognitive Dissonance - Ideal; 
k. Agreeable and Cognitive Dissonance - Real; 
1. Agreeable and Cognitive Dissonance; 
m. Nurturant and Cognitive Dissonance - Ideal. 
The data failed to reject Ho^ for the following pairs of variables: 
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HOg: There are no significant correlations within the multiple observa­
tion, single observation and no observation treatment groups among 
the following dependent variables: 
a. Dominant and Cognitive Dissonance - Ideal; 
b. Dominant and Cognitive Dissonance - Real; 
c. Dominant and Cognitive Dissonance; 
d. Hostile and Cognitive Dissonance - Ideal; 
e. Hostile and Cognitive Dissonance - Real; 
f. Hostile and Cognitive Dissonance; 
g. Mistrusting and Cognitive Dissonance - Ideal; 
h. Mistrusting and Cognitive Dissonance - Real; 
i. Mistrusting and Cognitive Dissonance; 
n. Nurturant and Cognitive Dissonance - Real; 
0. Nurturant and Cognitive Dissonance; 
p. Affiliative and Cognitive Dissonance - Ideal; 
q. Affiliative and Cognitive Dissonance - Real; 
r. Affiliative and Cognitive Dissonance. 
The Relationship between Self-Concept 
and Teacher Supervision 
This researcher was interested in examining any relationships which 
might have existed among and between the various dependent and independent 
variables, one of which was the relationship between teachers' self-con-
cepts and the three experimental supervisory techniques. 
To do this, the teachers in the study were divided into two equal 
groups according to their mean scores on the Berger seif-Acceptance scale. 
Those with mean scores less than or equal to one hundred forty-five were 
identified as having lower self-concepts, whereas those with mean scores of 
one hundred forty-six and above were identified as having higher 
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self-concepts. A one-way analysis of variance test was used to identify 
significant differences between treatment groups. 
The data in Table 10 show the degrees of freedom, F ratios and F prob­
abilities for each of nine dependent variables tested with a one-way analy­
sis of variance test for teachers with lower self-concepts. A statistical­
ly significant difference between treatment groups existed on one variable, 
Cognitive Dissonance - Ideal. Group One (one observation) v/ith a mean score 
on the Effective Teaching Questionnaire of 6.36 differed significantly at 
the .01 level from Group Zero (four observations) which had a mean score of 
7.00. In other words, among teachers who were identified as having lower 
self-concepts, those whose classrooms were visited by their principals at 
least four times during the year rated the importance of the identified ef­
fective teaching behaviors higher than did those teachers whose classrooms 
were visited only once. 
Table 10. One-way ANOVA by dependent variable for teachers with lower 
self-concepts 
Dependent variable N df F ratio F probability 
IMI-Dominant 57 2/54 0.64 0.53 
IMI-Hostile 58 2/55 0.94 0.40 
IMI-Mistrusting 58 2/55 0.66 0.52 
IMI-Agreeable 58 2/55 0.36 0.70 
IMI-Nurturant 55 2/52 1.73 0.19 
IMI-Affiliative 58 2/55 0.54 0.59 
Cognitive Dissonance -• Ideal 57 2/54 5.18** 0.01 
Cognitive Dissonance -• Real 38 2/35 1.24 0.30 
Cognitive Dissonance 36 2/33 0.72 0.49 
**Significant at the .01 level. 
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However, based on the criteria established in Chapter Three, these 
data did not allow the researcher to reject the following hypotheses: 
Ho^: There are no significant differences between the average scores of 
teachers with lower self-concepts supervised using multiple observa­
tions, teachers with lower self-concepts supervised with a single ob­
servation and teachers with lower self-concepts having no observa­







HOg: There are no significant differences between the average scores of 
teachers with lower self-concepts supervised using multiple observa­
tions, teachers with lower self-concepts supervised with a single ob­
servation and teachers with lower self-concepts having no observa­
tions during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
The data for teachers with higher self-concepts failed to reveal sig­
nificant differences between the treatment groups on any of the nine depen­
dent variables. Those data, which are contained in Table 13B, did not al­
low the researcher to reject the following hypotheses: 
Hog: There are no significant differences between the average scores of 
teachers with higher self-concepts supervised using multiple 
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observations, teachers with higher self-concepts supervised with a 
single observation and teachers with higher self-concepts having no 








HOy: There are no significant differences between the average scores of 
teachers with higher self-concepts supervised using multiple observa­
tions, teachers with higher self-concepts supervised with a single 
observation and teachers with higher self-concepts having no observa­
tions during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
The Effect of the Three Treatments on Teachers 
with Varying Degrees of Proficiency 
The researcher was also interested in studying the effects each of the 
three approaches to teacher supervision had on teachers with varying de­
grees of overall proficiency or skill. Teacher proficiency in each school 
was determined by the principal, who divided his staff into three equal 
groups according to his perception of their overall effectiveness in the 
classroom. The teachers placed in the top third of each faculty were 
given a "one" rating, whereas the teachers who were perceived by their 
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principals to be the least skilled in instructional techniques were given 
a "three" rating. 
The data in Table 11 reveal significant differences between treatment 
groups for teachers rated in the top third of their faculties on the Mis­
trusting, Agreeable, Nurturant, and Affiliative subscales of the impact 
Message Inventory. Table 12 includes the mean scores for each of the 
treatment groups on these variables. 
The Tukey-B Multiple Range test was then used to determine which 
treatment groups were significantly different on each of these variables. 
In each case, it was Group Two, the group that received no classroom ob­
servations, that was significantly different from Group One, the group 
whose teachers were observed only once. These data indicate that, among 
teachers who possess a relatively high degree of proficiency, those who had 
eight conferences and no classroom observations perceived their principals 
to be more agreeable, nurturant and affiliative and less mistrusting than 
teachers who had seven conferences and one classroom observation. Teachers 
who were observed four times and had four conferences had mean scores on 
these variables which were between the other two groups, but not signifi­
cantly different from either of them. 
In view of the fact that the mean scores of teachers who were ob­
served four times did not differ significantly from teachers whose class­
rooms were not observed, it would seem premature to conclude that super­
visors should not observe the classrooms of their top teachers. However, 
these data do suggest that the optimal approach to teacher supervision may 
vary depending on teacher proficiency. 
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Table 11. One-way ANOVA by dependent variable - teachers rated in the top 
third of their faculties 
Dependent variable N df F ratio F probability 
IMI-Dominant 36 2/33 1.32 0.28 
IMI-Hostile 36 2/33 2.10 0.14 
IMI-Mistrusting 36 2/33 3.73* 0.03 
IMI-Agreeable 36 2/33 5.62** 0.01 
IMI-Nurturant 35 2/32 4.13* 0.03 
IMI-Affiliative 35 2/32 3.21* 0.05 
Cognitive Dissonance • • Ideal 35 2/32 0.25 0.78 
Cognitive Dissonance -• Real 37 2/34 0.42 0.66 
Cognitive Dissonance 34 2/31 0.95 0.40 
•Significant at the .05 level. 
••Significant at the .01 level. 
Table 12. Mean scores of variables where significant differences existed 
between treatment groups for teachers rated in the top third of 
their faculties 
Groupé N Agreeable Nurturant Affiliative Mistrusting 
2 13 3.54 3.28 2.97 1.11 
0 15 3.18 3.03 2.69 1.39 
1 7 2.55 2.55 2.36 1.62 
^Groups: 2 = 0 observations; 0 = 4 observations; 1 = 1 observation. 
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Tables 14B and 15B show no significant differences between treatment 
groups on any variable for teachers who are rated in the middle and bottom 
thirds of their faculties by their principals. 
These data on teacher proficiency as it relates to supervision did 
allow the researcher to reject the following hypothesis. 
Hog: There are no significant differences between the average scores of 
teachers rated in the top third of their faculties supervised using 
multiple observations, teachers rated in the top third of their fac­
ulties supervised with a single observation and teachers rated in 
the top third of their faculties having no observations during super­







The data on teacher proficiency for teachers rated in the top, middle 
and bottom thirds of their faculties did not allow the researcher to reject 
the following null hypotheses. 
HOg: There are no significant differences between the average scores of 
teachers rated in the top third of their faculties supervised using 
multiple observations, teachers rated in the top third of their fac­
ulties supervised with a single observation and teachers rated in the 
top third of their faculties having no observations during super­
vision for the following dependent variables: 
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a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
Hojg: There are no significant differences between the average scores of 
teachers rated in the middle third of their faculties supervised 
using multiple observations, teachers rated in the middle third of 
their faculties supervised with a single observation and teachers 
rated in the middle third of their faculties having no observations 







HOj^j: There are no significant differences between the average scores of 
teachers rated in the middle third of their faculties supervised 
using multiple observations, teachers rated in the middle third of 
their faculties supervised with a single observation and teachers 
rated in the middle third of their faculties having no observations 
during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b .  Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
Ho^g: There are no significant differences between the average scores of 
teachers rated in the bottom third of their faculties supervised 
using multiple observations, teachers rated in the bottom third of 
their faculties supervised with a single observation and teachers 
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rated in the bottom third of their faculties having no observations 







HOjg- There are no significant differences between the average scores of 
teachers rated in the bottom third of their faculties supervised 
using multiple observations, teachers rated in the bottom third of 
their faculties supervised with a single observation and teachers 
rated in the bottom third of their faculties having no observations 
during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
Teacher Experience 
The data in Tables 16B and 17B reveal no significant differences be­
tween treatment groups for teachers with less than four years of teaching 
experience and teachers with four or more years of teaching experience. 
Apparently, the method of teacher supervision which is most effective is 
not dependent upon teaching experience. 
The data on teacher supervision and years of experience did not allow 
the researcher to reject the following hypotheses. 
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Ho^^: There are no significant differences between the average scores of 
teachers with less than four years of teaching experience supervised 
using multiple observations, teachers with less than four years of 
teaching experience supervised with a single observation and teach­
ers with less than four years of teaching experience having no ob­







Ho^g: There are no significant differences between the average scores of 
teachers with less than four years of teaching experience supervised 
using multiple observations, teachers with less than four years of 
teaching experience supervised with a single observation and teach­
ers with less than four years of teaching experience having no ob­
servations during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive'Dissonance - Real; 
c. Cognitive Dissonance. 
Ho^gi There are no significant differences between the average scores of 
teachers with four or more years of teaching experience supervised 
using multiple observations, teachers with four or more years of 
teaching experience supervised with a single observation and teach­
ers with four or more years of teaching experience having no obser­








Ho^y: There are no significant differences between the average scores of 
teachers with four or more years of teaching experience supervised 
using multiple observations, teachers with four or more years of 
teaching experience supervised with a single observation and teach­
ers with four or more years of teaching experience having no obser­
vations during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
The Effects of Different Supervisory 
Techniques by Sex 
The final set of hypotheses under investigation in this study analyzed 
the effects of the three supervisory techniques on male and female teach­
ers. This was of particular interest to the researcher, since all of the 
principals or supervisors in the study were men. The data analyzed by sex 
and displayed in Table 13 reveal a difference between the three treatment 
groups on variable Cognitive Dissonance - Ideal, which is significant at 
the .01 level for female teachers. 
The mean scores on variable Cognitive Dissonance - Ideal for female 
teachers in Groups One, Two, and Zero were 7.28, 7.31 and 7.91, respec­
tively. The Tukey-B Multiple Range test identified the mean scores of 
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Group Zero and Group One as being significantly different at the .05 level. 
In other words, female teachers whose classes were observed by their prin­
cipals four times valued certain effective teaching behaviors more than 
their counterparts who were not observed and significantly more than those 
teachers who were observed only once. 
Table 13. One-way ANOVA by dependent variable for female teachers 
Dependent variable N df F ratio F probability 
IMI-Dominant 57 2/54 0.65 0.53 
IMI-Hostile 58 2/55 0.44 0.64 
IMI-Mistrusting 58 2/55 1.04 0.36 
IMI-Agreeable 58 2/55 0.74 0.48 
IMI-Nurturant 55 2/52 2.91 0.06 
IMI-Affiliative 57 2/54 1.17 0.32 
Cognitive Dissonance • • Ideal 58 2/55 3.59* 0.03 
Cognitive Dissonance • • Real 58 '  2/55 0.94 0.40 
Cognitive Dissonance 53 2/50 0.69 0.51 
^Significant at the .05 level. 
The data for male teachers did not produce significant differences be 
tween the treatment groups on any variable. These data are illustrated by 
Table 18B in Appendix B. 
These data did not allow the researcher to reject the following 
hypotheses ; 
Ho^g: There are no significant differences between the average scores of 
female teachers supervised using multiple observations, female 
teachers supervised with a single observation and female teachers 
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HOjg: There are no significant differences between the average scores of 
female teachers supervised using multiple observations, female 
teachers supervised with a single observation and female teachers 
having no observations during supervision for the following depen­
dent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
C» Cognitive Dissonance. 
HOgg: There are no significant differences between the average scores of 
male teachers supervised using multiple observations, male teachers 
supervised with a single observation and male teachers having no ob­







Hpg}: There are no significant differences between the average scores of 
male teachers supervised using multiple observations, male teachers 
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supervised with a single observation and male teachers having no ob­
servations during supervision for the following dependent variables: 
a. Cognitive Dissonance - Ideal; 
b. Cognitive Dissonance - Real; 
c. Cognitive Dissonance. 
Summary 
The results of this study are summarized by the following points: 
1. There were no significant, differences between the three approaches 
to teacher supervision on any of the nine dependent variables using 
individual scores and school mean scores. 
2. There were significant differences on two of the dependent vari­
ables, Cognitive Dissonance - Ideal and Cognitive Dissonance, be­
tween the four assessment periods when the school mean scores for 
all three groups were combined to form a total mean score. With re­
gards to Cognitive Dissonance, the Waller-Duncan K-Ratio T +2st and 
the Duncan Multiple Range test identified the Assessment Four mean 
score as significantly different from the other three. The Waller-
Duncan K-Ratio T test identified the Assessment One mean score for 
Cognitive Dissonance - Ideal as significantly different from the 
other three assessment periods. However, the more powerful post-
test, the Duncan Multiple Range test, failed to show a statistical­
ly significant difference between any of the four assessment mean 
scores on this variable. 
3. When looking at individual treatment groups, significant differences 
were found on the same two variables (Cognitive Dissonance - Ideal 
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and Cognitive Dissonance) between assessments in Groups Zero and 
One. Group Two (no observations) did not show as much growth as 
these two variables between assessment periods as was true with 
Groups Zero and One. 
Concerning the three dependent variables of primary importance, Cog­
nitive Dissonance and its two components Real and Ideal, there was a 
steady growth throughout the course of the study of a practical sig­
nificance in the Cognitive Dissonance - Ideal and Cognitive Disso­
nance scores in all three of the treatment groups. The Cognitive 
Dissonance - Real scores remained relatively constant throughout 
this same period of time. The growth in Groups Zero (four observa­
tions) and One (one observation) was greater, however, than the 
growth experienced by treatment Group Two (no observations). 
Consistent with these findings, a trend analysis showed that a sig­
nificant growth trend existed on variables Cognitive Dissonance and 
Cognitive Dissonance - Ideal from Assessment One to Assessment Four. 
Within treatment Group Zero, variable IMI-Agreeable correlated nega­
tively with the variable Cognitive Dissonance - Real and positively 
with the variable Cognitive Dissonance. In other words, teachers 
who.saw their principals as being more agreeable tended to have low­
er and perhaps more realistic views of their actual teaching per­
formances. This relationship then caused their Cognitive Dissonance 
scores to be higher. 
The data from the teachers in the treatment group that had no formal 
classroom observations showed significant positive correlations be­
tween the variables IMI-Aqreeable and IMI-Nurturant and Cognitive 
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Dissonance - Ideal. Both this finding and the finding noted in 
point six above support the belief that a supportive, "collegia!" 
atmosphere between teachers and supervisors creates the greatest 
likelihood of change in classroom instructional strategies. 
8. Teachers with lower self-concepts had higher Cognitive Dissonance -
Ideal scores when they were observed. No significant differences 
were found between the three supervisory technqiues for teachers 
with higher self-concepts. 
9. Teachers rated by their principals as being in the top third of 
their faculties perceived their principals to be more Agreeable, 
Nurturant, and Affiliative and less Mistrusting when their class­
rooms were not observed. No differences were found between treat­
ment groups for those teachers rated in the middle and lower thirds 
of their faculties. 
10. Years of teaching experience was not a factor in the effectiveness 
of the three approaches to teacher supervision. 
11. The Cognitive Dissonance - Ideal scores for female teachers were 
highest for the treatment group with four observations and lowest 
for the treatment group with one observation. No significant dif­
ferences between treatment groups were found for male teachers. 
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CHAPTER FIVE. 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
Summary 
The purpose of this study was to determine the effects of classroom 
observations by principals on conference climate and the classroom per­
formance of teachers. Three treatment groups were formed in each of seven 
Iowa schools to investigate the research questions of interest in this 
study: Group Zero with four classroom visitations and four conferences. 
Group One with one classroom visitation and seven conferences, and Group 
Two with no classroom visitations and eight conferences. The total amount 
of time spent by principals with teachers in each group remained constant. 
Six subscales of Donald Kiesler's impact Message inventory were se­
lected for use in measuring the teachers' perceptions of the conference 
climate which existed between them and their principals. Leon Festinger's 
concept of Cognitive Dissonance together with its two components the Real 
(what is) and the Ideal (what ought to be) was used to assess the likeli­
hood of change in teachers' classroom teaching behaviors as a result of 
each of the three approaches to teacher supervision. The use of Cognitive 
Dissonance for this purpose is based on the premise that Cognitive Disso­
nance, or feelings of dissatisfaction with the present state of affairs, 
is a necessary precondition to changes in behavior. Cognitive Dissonance 
and its two components, together with the six subscales of the impact Mes­
sage Inventory, form the nine dependent variables under investigation in 
this study. This researcher was also interested in any correlations which 
existed among the nine dependent variables, as well as the effects of a 
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teacher's self-concept, years of teaching experience, proficiency level, 
and sex on the productivity of each of the three approaches to teacher 
supervision. 
To plot the changes in the dependent variables over time, the vari­
ables were measured at each of four assessment periods throughout the nine-
month duration of this study. One-way analysis of variance tests were used 
to identify differences between treatment groups on each of the dependent 
variables with the data for each individual assessment period and with the 
data grouped across all four assessments. A trend analysis procedure was 
developed to test for significant trends in the data across time. 
Pearson's product-moment correlation coefficient was used to identify 
relations among the dependent variables. 
Results 
The findings of this study are listed specifically in the hypotheses 
in Chapter Four. Stated in a more general sense, however, the significant 
results of this study were: 
1. There were no significant differences between the three approaches 
to teacher supervision on any of the nine variables measuring con­
ference climate and teachers' motivation for change using individual 
scores and school mean scores. 
2. Teachers in Group Zero (four observations) and Group One (one obser­
vation) did experience significant growth in Cognitive Dissonance 
and its Ideal component between the four assessment periods. The 
teachers in Group Two (no observations) did experience growth on 
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the same two variables, but not as much as was true with Groups Zero 
and One. 
There was a steady growth throughout the course of this study of a 
practical significance by the teachers in all three treatment groups 
in the value they placed on the desired effective teaching practices 
and their overall readiness for change. This optimistic note sug­
gests that supervisors can be effective in changing instructional 
practices and beliefs. 
Several significant correlations between variables measuring confer­
ence climate and variables measuring Cognitive Dissonance support 
the belief that a supportive, "collégial" atmosphere between teach­
ers and supervisors creates the greatest likelihood of change in 
classroom instructional strateiges. This was especially true for 
teachers who had no formal classroom observations. 
Female teachers and,teachers with lower self-concepts appeared to 
benefit more in terms of their, appreciation for the specified effec­
tive teaching techniques when observed by their principals. 
Teachers rated by their principals as being in the top third of 
their faculties held more positive views regarding the conference 
climates which were established between them and their principals 
when their classrooms were not observed. 
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Conclusion and Discussion 
No statistically significant differences existed in the data for the 
entire sample between the three approaches to teacher supervision on any 
of the variables measuring conference climate or the teachers' propensity 
for change in classroom instructional strateiges as measured by Cognitive 
Dissonance. Thus, the question "What are the effects of classroom obser­
vation by principals on conference climate and the classroom performance 
of teachers?" remains largely unanswered from the research point of view. 
Other intervening variables which may have affected the outcomes of this 
study, such as long-standing feelings and conceptions about teaching and 
supervision held by both teachers and principals, the significant increases 
in Cognitive Dissonance over time by teachers in the multiple and single 
observation groups, preclude the conclusion that classroom observations 
add nothing to teacher effectiveness. Of a practical importance is the 
fact that teachers whose classrooms were visited by their principals tended 
to value specific effective teaching practices more than did those teachers 
whose classrooms were either visited infrequently or not at all. 
Further analyses suggest that this may not be true for all teachers, 
however. For example, teachers who were rated in the top third of their 
faculties by their principals characterized the conference climate which 
existed between them and their principal as being more agreeable, nurtur-
ant, affiliative, and less mistrusting when they were not observed. On the 
other hand, teachers with lower self-concepts and female teachers devel­
oped a greater appreciation for the desired effective teaching behaviors 
when observed by their principals four times a year than did their counter­
parts in the other two groups. Although inconclusive, these findings 
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suggest that a differentiated approach to teacher supervision may be 
most effective. Perhaps classroom visitations are not an effective use 
of principals' time for top-notch teachers with relatively high self-
concepts. 
Other data indicated that, when teachers were observed, a more agree­
able supervisory style on the part of the principal resulted in lower and 
perhaps more realistic perceptions of present teaching performances. This, 
once again, supports the viewpoint that teachers are less defensive and 
gain more from the supervisory process when a collégial relationship ex­
ists between the supervisor and teacher. 
Of significance to both practitioners and researchers were the find­
ings that all three supervisory methods did have positive effects on the 
value teachers placed on identified effective teaching practices and their 
Cognitive Dissonance or readiness for change. Both the trend analysis pro­
cedure and the analysis of variance tests done on the data between the four 
assessment periods showed a statistically significant growth on the part of 
the research subjects on these two variables. Therefore, although the 
findings in this study do not clearly establish the superiority of one su­
pervisory method over the others, or define the role classroom visitations 
play in motivating teachers toward change, they do show that, by working 
with teachers in some capacity, supervisors can change the way teachers 
feel about the teaching techniques which ought to be employed in their 
classrooms and, consequently, their Cognitive Dissonance or motivation. 
This conclusion, together with the implications for a differentiated ap­
proach to teacher supervision, formed the most significant findings of 
this study. 
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Recommendations for Additional Research 
The following recommendations for further research are based on the 
findings of this study and the researcher's experiences. 
1. Future research aimed at investigating the relative importance of 
classroom observations and conferences should engage the partici­
pating principals in a more extensive training session on both con­
ference techniques and data gathering techniques. As it was, the 
principals in this study did participate in a one-day training ses­
sion designed to standardize the techniques used in the study. How­
ever, it is reasonable to conclude that.this training session only 
scratched the surface of the knowledge and skill now known by edu­
cational researchers to be effective in these two areas. An ap­
proach similar to the assessment center concept wherein participants 
are engaged in several days of instruction, analysis and evaluation 
would do a great deal to ensure that the principals or supervisors 
were equally proficient in classroom observation and conference 
skills. 
2. It is also recommended that future studies designed to assess the 
efficacy of spending scarce supervisory time on classroom observa­
tions in order to improve the quality of instruction and the con­
ference climate which exists between teachers and principals be more 
longitudinal in nature than was the case in this study. One year 
is simply too short a time period to expect statistically signifi­
cant changes to occur in feelings and practices which have developed 
in some cases over a twenty-five-year period. A study designed to 
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assess changes over a three- to five-year period replete with check­
point sessions for supervisors may identify the more superior super­
visory technique. 
3. Future research in this area should explore the findings of this 
study which suggest that different approaches to teacher supervision 
may be more or less effective depending on key teacher characteris­
tics, such as proficiency and self-concept. It is the feeling of 
this researcher that therein lies a most valuable source of infor­
mation for practitioners. 
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APPENDIX A. 
DATA GATHERING INSTRUMENTS 
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COGNITIVE DISSONANCE School . 
Code # 
INSTRUCTIONAL STRATEGIES INVENTORY 
Below are several statements that relate either positively or negatively to 
effective teaching. Please indicate the extent to which each statement is 
descriptive of what has occurred in your teaching situation during the last 
month. Use the following scale for determining your responses. 
Not Moderately Very 
Descriptive Descriptive Descriptive 
0 1 2 3 4 5 6 7 8 9  1 0  
A response of 0^means that particular statement is not descriptive of what 
occurs in your present teaching situation. A response of 10 means the 
statement is very descriptive of what occurs in your present teaching situa­
tion. The intermediate responses indicate varying degrees of descriptive-
ness. If you feel unsure about a particular statement, you may record a DK 
(don't know) for that statement. Please respond to each statement. 
Descriptor 
1. Each student spends over half of his/her time working 1. 
on learning tasks that are quite easy for that student. 
2. The academic progress of each student is continuously 2. 
assessed. 
3. Academic content is covered extensively. 3. 
4. Students are frequently given immediate feedback con- 4. 
cerning their academic progress. 
5. There is often a wide variety of activities occurring 5. 
simultaneously in the classroom. 
6. The questions asked students allow for many (70% or 6. 
more) correct responses. 
7. There is little disruptive student behavior in the 7. 
classroom. 
8. The teacher frequently engages in interaction with the 8. 
students concerning nonacademic matters (rap sessions). 
9. The students have little unstructured class time. 9. 
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Descriptor 
10. The learning environment is characterized by high 10. 
student involvement. 
11. The objectives of each lesson are communicated ex- 11. 
plicitly to the students. 
12. Games and simulations are frequently used for 12. 
learning experiences. 
13. A high percentage of the students' time is spent in 13. 
large group instruction. 
14. Students are severely criticized when their work or 14. 
behavior does not meet standards. 
15. The learning environment can be described as task- 15. 
oriented and academically focused. 
16. The students' freedom to move about, to form sub- 16. 
groups, and to socialize is kept to a minimum. 
17. Each lesson has specific objectives. 17. 
18. Students frequently interact with the teacher con- 18. 
cerning academic content. 
19. While there is some degree of student freedom, the 19. 
learning tasks are teacher-selected and directed. 
20. Techniques are used which establish student interest 20. 
in the academic content. For example, use of in­
trinsically interesting situations as contexts for 
problems; use of familiar names, places and events; 
and changes in voice, position or sequence. 
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COGNITIVE DISSONANCE School 
Code # 
EFFECTIVE. TEACHING QUESTIONNAIRE 
Below are several statements that relate either positively or negatively to 
effective teaching. We are interested in your feelings or opinions about 
each statement. You will probably agree with some of these statements. 
That is, some statements will express your own opinions or feelings about 
effective teaching. Other statements will express feelings opposite to 
yours. 
After you have read each statement, please circle the "A" (agree) if you 
agree the statement reflects a concept which is important to effective 
teaching. If you feel the concept is not important to effective teaching, 
please circle the "D" (disagree). Once you have made this decision, please 
indicate how strongly you agree or disagree with the statement by circling 
one of the numbers which appear to the right of each statement. If you 
have no strong feelings about the statement, circle 1. If you very strong­
ly agree or disagree with the statement, circle 5. For some statements, 
the numbers 2, 3 or 4 may better describe how strongly you agree or dis­
agree with the statement. When this is the case, circle the appropriate 
number. 
For example, consider the statement; 
Audio-visual materials are used extensively A , « . . . 
in the classroom. D 
Do you agree or disagree that this is important to effective teaching? 
Circle "A" ("D"). How strongly do you agree (disagree) with this state­
ment? Circle the appropriate number. 
Please be sure to circle both a letter and a number after each statement, 
unless you are completely undecided whether you agree or disagree with the 
statement. In that case, circle both "A" and "D" but do not circle any of 
the numbers. This response indicates that you neither agree nor disagree 
with the statement. 
These statements are in no way designed to be a test. The answers which 
will be most helpful to this research project are the ones which best re­
flect your own feelings about each of the statements. 
1. Each student spends over half or his/her time 1 2 3 4 5 
working on learning tasks that are quite easy D 
for that student. 
2. The academic progress of each student is contin 
uously assessed. P 1 2 3 4 5 
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3. Academic content is covered extensively. ^12 3 4 5 
4. Students are frequently given immediate feedback A , « 3 4 5 
concerning their academic progress. D 
5. There is often a wide variety of activities A , ? 3 4  5  
occurring simultaneously in the classroom. D 
6 .  The questions asked students allow for many ^ 1  2  4  5 
(70% or more) correct responses. D 
7. There is little disruptive student behavior A ^ . c 
in the classroom. D 
1 2 3 4 5 8. The teacher frequently engages in interaction A 
with the students concerning nonacademic mat- D 
ters (rap sessions). 
9. The students have little unstructured class time. p 1 2 3 4 5 
10. The learning environment is characterized by ^ 1 ? 3 4 r 
high student involvement. D 
11. The objectives of each lesson are communicated A , ? _ . r 
explicitly to the students. D 
12.  Games and simulations are frequently used for A , « 3 4  5  
learning experiences. D 
13. A high percentage of the students' time is spent 1 ? 3 4 5 
in large group instruction. D 
14. Students are severely criticized when their work ^ 1 2 4 5 
or behavior does not meet standards. D 
15. The learning environment can be described as ^12 3 4 5 
task-oriented and academically focused. D 
16. The students' freedom to move about, to form ^ 1 2 4 5 
subgroups, and to socialize is kept to a minimum. D 
17. Each lesson has specific objectives. q 1 2 3 4 5 
18. Students frequently interact with the teacher ^12 3 4 5 
concerning academic content. D 
19. While there is some degree of student freedom, A 
the learning tasks are teacher-selected and D 
directed. 
1 2 3 4 5 
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20. Techniques are used which establish student A , « 3 4 5 
interest in the academic content. For example, D 
use of intrinsically interesting situations as 
contexts for problems; use of familiar names, 
places and events; and changes in voice, posi­
tion or sequence. 
PLEASE NOTE: 
Copyrighted materials in this document 
have not been filmed at the request of 
the author. They are available for 
consultation, however, in the author's 
university library. 
These consist of pages: 
IMPACT MESSAGE INVENTORY(IMI - FORM 11-1976) 
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APPENDIX B. 
ADDITIONAL TABLES FROM CHAPTER FOUR 
Table IB. Pearson product moment correlation coefficients between selected subscales of the impact 
Message Inventory^  
Dominant Hostile Mistrusting Agreeable Nurturant Affiliative 
Dominant 1.00 .59 .57 -0.51 -0.49 -0.58 
Hostile 1.00 0,69 -0.63 -0.71 -0.70 
Mistrusting 1.00 -0.68 -0.0 : -0.63 
Agreeable 1.00 0.90 0.80 




Table 2B. One-way ANOVA by dependent variable using individual cases 
Assessment 1 
Dependent variable N df F ratio F probability 
IMI-Dominant 119 2/116 1.83 0.17 
IMI-Hostile 119 2/116 1.24 0.29 
IMI-Mistrusting 120 2/117 1.19 0.31 
IMI-Agreeable 120 2/117 1.71 0.19 
IMI-Nurturant 116 2/113 0.93 0.40 
IMI-Affiliative 119 2/116 0.05 0.95 
Cognitive Dissonance - Ideal 120 2/117 1.64 0.20 
Cognitive Dissonance - Real 84 2/81 0.08 0.93 
Cognitive Dissonance 66 2/68 0.65 0.53 
Table 3R. One-way ANOVA by dependent variable using individual cases -
Assessment 2 
Dependent variable N df F ratio F probability 
IMI-Dominant 104 2/101 0.74 0.48 
IMI-Hostile 104 2/101 0.25 0.78 
IMI-Mistrusting 104 2/101 0.19 0.83 
IMI-Agreeable 104 2/101 0.42 0.66 
IMI-Nurturant 99 2/96 0.73 0.49 
IMI-Affiliative 104 2/101 0.31 0.73 
Cognitive Dissonance - Ideal 107 2/104 2.10 0.13 
Cognitive Dissonance - Real 88 2/85 0.70 0.50 
Cognitive Dissonance 87 2/84 0.27 0.76 
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Table 4B. One-way ANOVA by dependent variable using individual cases -
Assessment 3 
Dependent variable N • df F ratio F probability 
IMI-Dominant 100 2/97 0.74 0.48 
IMI-Hostile 101 2/98 0.23 0.80 
IMI-Mistrusting 101 2/98 1.02 0.36 
IMI-Agreeable 99 2/96 0.07 0.93 
IMI-Nurturant 101 2/98 0.16 • 0.86 
IMI-Affil iative 101 2/98 0.01 0.99 
Cognitive Dissonance - Ideal 93 2/90 1.04 0.36 
Cognitive Dissonance - Real 100 2/97 0.96 0.39 
Cognitive Dissonance 88 2/85 0.83 0.44 
Table 5B. One-way ANOVA by dependent variable using individual cases -
Assessment 4 
Dependent variable N df F ratio F probability 
IMI-Dominant 104 2/101 1.17 0.31 
IMI-Hostile 105 2/102 0.02 0.98 
IMI-Mistrusting 105 2/102 0.34 0.71 
IMI-Agreeable 105 2/102 0.87 0.42 
IMI-Nurturant 102 2/99 1.07 0.35 
IMI-Affil iative 103 2/100 0.56 0.58 
Cognitive Dissonance - Ideal 103 2/100 0.52 0.60 
Cognitive Dissonance - Real 101 2/98 0.14 0.87 
Cognitive Dissonance 95 2/92 1.60 0.21 
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Table 6B. ANOVA of school mean scores by groupa 
Dependent variable > d'f É É . F ratio F probability 
IMI-Dominant 2 1.06 0.37 
IMI-Hostile 2 0.64 0.54 
IMI-Mistrusting 2 0.85 0.44 
IMI-Agreeable 2 0.31 0.74 
IMI-Nurturant 2 0.88 0.43 
IMI-Affiliative 2 0.02 0.98 
Cognitive Dissonance - Ideal 2 2.06 0.16 
Cognitive Dissonance - Real 2 0.05 0.95 
Cognitive Dissonance 2 0.64 0.54 
= 28. 
Table 7B. ANOVA of school mean scores by group and time^ 
Dependent variable df F ratio F probability 
IMI-Dominant 6 1.00 0.44 
IMI-Hostile 6 0.58 0.74 
IMI-Mistrusting 6 0.80 0.58 
IMI-Agreeable 6 0.97 0.45 
IMI-Nurturant 6 0.99 0.44 
IMI-Affiliative 6 1.15 0.35 
Cognitive Dissonance - Ideal 5 0.95 0.47 
Cognitive Dissonance - Real 6 0.09 1.0 
Cognitive Dissonance 6 1.23 0.31 
= 7. 
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Table 8B. One-way ANOVA on the four assessment mean scores • 
tion groups 
 no observa-
Dependent variable d f .  . .  . F ratio F probability 
IMI-Dominant 3 0.29 0.83 
IMI-Hostile 3 0.22 0.88 
IMI-Mistrusting 3 0.61 0.62 
IMI-Agreeable 3 0.27 0.84 
IMI-Nurturant 3 0.43 0.73 
IMI-Affiliative 3 0.11 0.95 
Cognitive Dissonance • • Ideal 3 2.32 0.10 
Cognitive Dissonance • • Real 3 0.30 0.83 
Cognitive Dissonance 3 2.39 0.09 
= 28. 
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Table 9B. Ideal mean scores over time by groupé 
Group 
Assessment Zero One Two 
1 6.97 6.52 6.84 
2 7.26 7.11 6.90 
3 7.29 7.20 7.13 
4 7.59 7.34 7.29 
= 7. 
Table lOB.- Real mean scores over time by group® 
Group 






Table 118. Cognitive Dissonance mean scores over time by group® 
: Group 
Assessment Zero One Two 
1 ,17 .25 .13 
ro
 
.46 .37 .12 
3 .39 .44 .24 













6 .66  
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Table 13B. One-way ANOVA by dependent variable for teachers with high 
self-concepts 
Dependent variable N df F ratio F probability 
IMI-Dominant 50 ' 2/47 1.12 0.34 
IMI-Hostile 49 2/46 0.91 0.41 
IMI-Mistrusting 50 2/47 1.66 0.20 
IMI-Agreeable 50 2/47 0.80 0.46 
IMI-Nurturant 49 2/46 0.59 0.56 
IMI-Affiliative 49 2/46 0.10 0.91 
Cognitive Dissonance -• Ideal 51 2/48 0.80 0.45 
Cognitive Dissonance -• Real 36 2/33 0.78 0.47 
Cognitive Dissonance 35 2/32 0.39 0.68 
Table 14B. One-way ANOVA by dependent variable -teachers rated in the 
middle third of their faculties 
Dependent variable N df F ratio F probability 
IMI-Dominant 34 2/31 1.72 0.20 
IMI-Hostile 34 2/31 1.01 0.38 
IMI-Mistrusting 34 2/31 1.84 0.18 
IMI-Agreeable 34 2/31 0.45 0.64 
IMI-Nurturant 32 2/29 0.68 0.51 
IMI-Affiliative 33 2/30 0.49 0.62 
Cognitive Dissonance - Ideal 36 2/33 1.79 0.18 
Cognitive Dissonance - Real 34 7231 0.03 0.97 
Cognitive Dissonance 34 
- 2/31 1.41 0.26 
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Table 15B. One-way ANOVA by dependent variable - teachers rated in the 
bottom third of their faculties 
Dependent variable N df F ratio F probability 
IMI-Dominant 32 . 2/29 0.25 0.78 
IMI-Hostile 33 /230 1.00 0.38 
IMI-Mistrusting 33 2/30 1.15 0.33 
IMI-Agreeable 33 2/30 1.92 0.16 
IMI-Nurturant 33 /230 1.07 0.36 
IMI-Affiliative 33 2/30 2.77 0.08 
Cognitive Dissonance - Real 30 2/27 1.74 0.19 
Cognitive Dissonance - Ideal 30 2/27 0.42 0.66 
Cognitive Dissonance 27 2/24 3.11 0.06 
Table 16B. One-way ANOVA by dependent variable - teachers with three years 
or less teaching experience 
Dependent variable N df F ratio F probability 
IMI-Dominant 26 2/23 1.37 0.27 
IMI-Hostile 27 2/24 0.12 0.89 
IMI-Mistrusting 27 2/24 1.20 0.32 
IMI-Agreeable 27 2/24 0.68 0.52 
IMI-Nurturant 26 2/23 1.07 0.36 
IMI-Affiliative 27 2/24 0.10 0.90 
Cognitive Dissonance - Ideal 26 2/23 0.43 0.65 
Cognitive Dissonance - Real 24 2/21 0.55 0.59 
Cognitive Dissonance 23 2/20 1.52 0.24 
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Table 17B. One-way ANOVA by dependent variable - teachers with four or 
more years of teaching experience 
Dependent variable N df F ratio F probability 
IMI-Dominant 74 2/71 0.23 0.79 
IMI-Hostile 74 .2/71 0.17 0.84 
IMI-Mistrusting 74 2/71 1.03 0.36 
IMI-Agreeable 74 2/71 1.92 0.15 
IMI-Nurturant 72 2/69 2.71 0.07 
IMI-Affiliative 72 2/69 1.05 0.35 
Cognitive Dissonance - Ideal 73 2/70 0.89 0.41 
Cognitive Dissonance - Real 74 2/71 0.24 0.78 
Cognitive Dissonance 69 2/66 0.65 0.52 
Table 18B. One-way ANOVA by dependent variable - for male teachers 
Dependent variable N df F ratio F probability 
IMI-Dominant 47 2/44 0.47 0.63 
IMI-Hostile 47 2/44 1.04 0.36 
IMI-Mistrusting 47 2/44 1.58 0.22 
IMI-Agreeable 47 2/44 0.63 0.54 
IMI-Nurturant 47 2/44 0.90 0.41, 
IMI-Affiliative 46 2/43 2.51 0.09 
Cognitive Dissonance - Ideal 45 : 2/42 0.14 0.87 
Cognitive Dissonance - Real 43 2/40 1.11 0.34 
Cognitive Dissonance 42 2/39 0.86 0.43 
